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ABSTRACT 
For Bore than a decade or so, there has been a 
narked developnent in the ESL reading pedagogy. Tine was 
when ESL pedagogy was an Integral part of the business of 
English studies in Indian Universities. At the turn of the 
1950s, however, the discipline divided into atleast two 
distinct areas of pedagogy: literature teaching and language 
teaching. Since then the two activities have traditionally 
been seen as belonging to two different donains, one drawing 
its inspiration fron literary critioisn and the other fron 
linguistics. Following this divide, the trend has been to 
reduce, if not elininate the literature component at early 
and internediate levels and to concentrate on language 
skills in ESL curriculun. In recent years, however, nany 
theorists and educators in both fields have again 
acknowledged the acadenic, intellectual, cultural and 
linguistic benefits of the study of literature. An 
examination of research on the activities of reading and 
responding to literature reveals these areas of study, 
usually taught separately, can be viewed as sinilar 
processes. What is nore, this research also reveals that by 
interpreting texts and considering alternative 
interpretations, students cone to understand in a 
fundamental way how meaning can be created through reading. 
By focussing on the process of naking neaning, reading 
research has given a new direction to the ESL teaching. 
Several factors nay be attributed to this remarkable 
redirection in the ESL pedagogy, for example, the 
oomnunlcative approach to language teaching, researches in 
literary response, concern for needs analysis in relation to 
the ethnographic background of learners, etc. However, the 
major source of change has been the growing understanding 
and acceptance of certain models and theories of reading 
which have developed over the past several years. 
Reading research with a cognitive- linguistic base 
has brought about a definite shift in the perspective of 
reading- the perspective which looks at reading not as a 
passive, bottom-up process but as an active process 
involving the reader and the text in which both top-down and 
bottom-up processes occur simultaneously. Although theorists 
and researchers give varying degrees of importance to the 
reader and the text in the creation of meaning, most of them 
hold a transactional view of reading. While reacting sharply 
against the New Critical view that text contains a static or 
inviolable meaning, the reading researchers and scholars 
have argued that meaning emerges in the transaction between 
reader and text. In the total reading experience the unique 
contributions of reader and text have been given an 
interactional perspective by the reading researchers-
interactional in which the text, on the one hand, and the 
personality of the reader, on the other hand, oan be 
separately analyzed. This interactive view of reading gets 
support fron current psycho-linguistic research which clains 
thai reading is a neanirtg driv«ni nultl-ltVffllMdl iitt«rneilva 
process. It is nulti-levelled in that the reader uses 
various levels of language oinultanftouilyt griiphophonio» 
syntactic, senantic. It is interactive in that reading is 
driven by the structure and content of the text and the 
reader's prior knowledge. Their prior knowledge provides a 
context for conprehension. Thus> readers both transforn and 
are transformed by literary works, that is the reading 
experience is influenced by both- the stances readers take 
towards texts as well as the cognitive and psychological 
processes they bring to the reading process. 
Recent schena theory helps to explain this 
phenonenon in a nuch better way. According to the schena 
theoretic approach, reading conprehension is not sinply a 
straight forward act of retrieving infornation fron a text 
but is an interactive process between the reader's 
background knowledge and the text. The fundamental 
assunption of schena theory is that the text in itself does 
not carry neaning. It sinply provides direction for the 
reader as to how he should retrieve or construct the 
intended neaning fron his cognitive frameworks (schemata) 
which are formed by previously acquired knowledge, feelings. 
personality and oulturo. Thus, the aohomata affaot reading 
conprehension for it involves building bridges between tihat 
is new and what is known. The goal of schena theory is to 
specify the interface between the reader and the text. An 
active exploration of this reader-text interaction can lead 
students to realize and internalize the idea that the text's 
structural features play a powerful role in the shaping 
of readers interpretation and what they read. 
Inasmuch as reading conprehension is an 
interactive process between the reader's backgi;:,ound 
knowledge (sohenata) and the text, the interplay of schenata 
in the construction of neaning is foregrounded nore 
significantly if the text is literary. Findings fron inter-
disciplinary researches involving cognitive psychology, 
linguistics, areas of artificial intelligence and the schena 
theory in particular have once again brought literature on 
the agenda of ESL pedagogy. Insights fron these studies have 
established a link between literary text and the readers' 
schenata, resulting in the interpretation of the text. The 
students interest could be captivated by concentrating on 
the literary texts thenselves which not only enable then to 
perceive the precision and vitality of the language enployed 
by the author but also help then to clarify their meaning 
all of which lead to a deeper understanding of the language. 
It is through the literary texts that the ESL learner 
becomes aware of the different nodes writers enploy in order 
to create texts to engage readers. By 1 eavlng nuoh for the 
reader to inagine, the study of literature creates a denand 
for the search of neaning. The use of literature, therefore, 
becones important not only because it demands the search for 
neaning and enables the reader to respond to the text in a 
nuch better way, but it also provides students with another 
useful tool which is a critical feature of language 
learning: the ability to Interpret a discourse. Demand for 
the search of neaning and interpretive ability have 
reassured the place of literature in language teaching and 
have brought it in an active alliance with ESL pedagogy. 
Drawing on these studies, and the schena theory in 
particular. What renains to be asked is how nuch can 
advanced (and even Internediate) ESL learners benefit fron a 
comprehension pedagogy which focusses on the inter-
relationship between literature and ESL? How nuch gain can 
be accrued in the advanced ESL situation when literature is 
the reading content of the course? Can language be taught 
effectively through a curriculun that does not banish 
literature fron the language classroon? More pointedly, once 
a poem or a play or a novel is chosen, how can the language 
teacher best pronote student involvement in reading 
comprehension? What are the implications of the schema-
theoretic view of reading comprehension for classroom 
practices? Of the two fundamental goals of reading 
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conprehension, nanely, increasing oonprehension fron text 
and increasing ability to conprehend fron text, how does 
schena theory help in achieving these goals of reading 
comprehension. The present study ains at looking into these 
questions against the backdrop of reading, schena theory and 
literature. 
The thesis consists of six chapters including 
introduction or STATEMENT OF INTEHT (Chapter one) and 
CONCLUSION (Chapter six). Chapter Two entitled READING 
provides sone reflections on the nature of reading in 
general and second language reading in particular. Of 
different nodeIs and theories of reading that have developed 
over the past several years, sone of these have been 
discussed in this chapter with a particular enphasis on 
transactional and interactionalist nodels of reading. Fron 
this interactionalist perspective of reading which is 
largely shared by nost of literary response theorists, the 
focus has been given to the resuier and the stances he takes 
towards texts and reading. The chapter concludes with a 
section on reading and oonprehension which ains at looking 
into certain theoretical issues with regard to instructional 
practices: increasing oonprehension fron text and increasing 
ability to comprehend fron text. 
Conbined efforts of interdisciplinary resoarchoro 
involving psychologists, linguists and specialists in 
artificial intelligence have resulted in the energence of a 
new set of instruction for analyzing language comprehension. 
At the core of this is the notion of schema. The tern schema 
dates itself to Kant who first developed the Idea of general 
Ptchniiinl.n n» rnxfor iotityoa of t>t3i>|)la ooi leul.od (.ugaLhot lit thu 
form of common elements in memory. Schema theory for the 
first time provides a structure powerful enough to support 
the interactions among different levels of processing in 
reading. Infact, reading research, for more than a decade 
now has been influenced by schema theory. These theoretical 
discussions on schema theory form the basis of Chapter Three 
entitled SCHEMA THEORY AND READING COMPREHENSION. The 
chapter begins with a short history of schema. Along with 
the history, the various types of schema, its attributes and 
functions have also been discussed here. The last two 
sections deal with the importance of prior knowledge on 
comprehension and the interactive effects of cultural origin 
of a text on the reading comprehension under the heading 
Prior Knowledge and comprehension and Cultural Schemata and 
comprehension, respectively. 
Findings from schema theory and advanced research 
on reading have reassured the place of literature in ESL 
pedagogy. Literature is no more being looked at as a rival 
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to language teaching, rather it now been seeing as an ally 
to language teaching. Chapter Four (LITERATURE IN THE 
LANGUAGE CLASSROOM) deals with the issues pertaining to 
literature in the language classroon. After making a 
synoptic overvieu of language/literature as resource, 
attempts have also been made to look into the research on 
response to literature and recent conposition research for 
bringing literature back into the fold of language teaching 
and justifying its alliance with ESL pedagogy. Once the 
place of literature has been established in the ESL 
pedagogy, efforts have also been nade in this chapter to 
briefly discuss the differences between literary and non-
literary texts and to show how literary text helps in 
language learning as well as in the development of 
interpretive strategies. The chapter concludes with a 
section on role of culture where the text is examined from 
the point of view of the differing cultural schemata of the 
reader and the writer. In a situation where the cultural 
schemata of the ESL learner differ from the presupposed 
cultural schemata of the text and that of the writer, 
breakdown of communication and confusion is inevitable in 
the process of reading comprehension. Some suggestions have 
also been made towards the end of the chapter for remedying 
mismatches arising as a result of differing cultural 
schemata. 
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Although the role of literature as resource and 
the effect of culture have been identified as the two 
principal influences in the ESL pedagogy and comprehension, 
there are other factors as well which must be taken into 
consideration. In Chapter Five entitled FACTORS AFFECTING 
COMPREHENSION IN ESL PEDAGOGY: VOCABULARY, SIMPLIFICATON AND 
TRANSLATION, the place of vocabulary, simplification and 
translation in the ESL pedagogy has been discussed at length 
so as to look at the role and place of literature in the 
language classroom in totality. 
The concluding chapter entitled BY WAY OF 
CONCLUSION: SOME EMERGING INSIGHTS makes a modest attempt to 
provide an answer to the questions raised above. In the form 
of Some Emerging Insights, a three-phase approach to reading 
in the language classroom has been suggested which are pre-
reading phase, reading phase and post-reading phase. The 
pre-reading phase attempts to activate existing schemata and 
thereby enhances interest in the reading phase. It involves 
activities which are aimed at building a link between 
learners existing knowledge base and the text by building 
and/or activity appropriate knowledge prior to reading. The 
reading phase itself draws directly from the text and this 
enables the reader to extract relevant information from the 
text. It involves activities which are focussed on 
influencing learners' processing of a text in order to 
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increase their comprehension of it. The post-reading phase 
is consolidatory in nature and it helps the learner to 
relate the text to his own knowledge or opinions. The 
activities involved in this phase imply anything from recall 
exercises tied exclusively to explicit information 
represented by a text to lon^ term projects of an applied 
nature which may only be partly related to what has been 
read. Consolidations in the form of retention, reinforcement 
and relating of the text to learners background are the 
underlying assumptions of the post-reading activities. 
Based on two different texts, familiar and 
unfamiliar, certain exercises (Exercise A and Exercise B) 
have been suggested against the background of theoretical 
formulations made in the thesis. The familiar text has been 
represented by Anita Desai's The Accompanist. while the 
unfamiliar text has been represented by Somerset Maugham's 
The Mau with the Scar. Both these texts have been reproduced 
in Appendices A and B. 
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CHAPTER OHE 
STATEMENT OF IHTBHT 
1.1 For more than a decade or so, there has been a 
marked shift in the ESL reading pedagogy which refuses to 
banish 'literature' fron the language curriculun. Tine was 
when ESL pedagogy was an integral part of the business of 
English teaching in Indian universities. At the turn of the 
1950s, however, the discipline divided itself into atleast 
two distinct areas of pedagogy: literature teaching and 
language teaching. Since then the two activities have 
traditionally been seen as belonging to two different 
domains, one drawing its inspiration from literary criticism 
and the other from linguistics. Following this divide, the 
trend has been to reduce, if not eliminate the literature 
component at early and intermediate levels and to 
concentrate on language skills in ESL curriculum. In recent 
years, however, many theorists and educators in both fields 
have again acknowledged the academic, intellectual, cultural 
and linguistic benefits of the study of literature. An 
examination of research on the activities of reading and 
responding to literature reveals these areas of study, 
usually taught separately, can be viewed as similar 
processes. What is more, this research also reveals that by 
interpreting texts and considering alternative 
interpretations, students come to understand in a 
fundamental way how meaning can be created through reading. 
By focussing on the process of naking neaning, reading 
research has given a new direction to the ESL teaching. 
Several factors nay be attributed to this renarkable 
redirection in the ESL pedagogy, for example, the 
communicative approach to language teaching, researches in 
literary response, concern for needs analysis in relation to 
the ethnographic background of learners, etc. However, the 
major source of change has been the growing understanding 
and acceptance of certain models and theories of reading 
which have developed over the past several years. 
Reading research with a cognitive- linguistic base 
has brought about a definite shift in the perspective of 
reading- the perspective which looks at reading not as a 
passive, bottom-up process but as an active process 
involving the reader and the text in which both top-down and 
bottom-up processes occur simultaneously. Although theorists 
and researchers give varying degrees of importance to the 
reader and the text in the creation of meaning, most of them 
hold a transactional view of reading. While reacting sharply 
against the Hew Critical view that text contains a static or 
inviolable meaning, the reading researchers and scholars 
have argued that meaning emerges in the transaction between 
reader and text. In the total reading experience the unique 
contributions of reader and text have been given an 
interactional perspective by the reading researchers-
interactional in which the text> on the one hand, and the 
personality of the reader, on the other hand, can be 
separately analyzed. This interactive view of reading gets 
support from current psycho-linguistic research which claims 
that reading is a neaning driven, multi-levelled Interactive 
process. It is multi-levelled in that the reader uses 
various levels of language simultaneously: graphophonio, 
syntactic, semantic. It is interactive in that reading is 
driven by the structure and content of the text and the 
reader's prior knowledge. Their prior knowledge provides a 
context for comprehension. Thus, readers both transform and 
are transformed by literary works, that is the reading 
experience is influenced by both- the stances readers take 
towards texts as well as the cognitive and psychological 
processes they bring to the reading process. 
Recent schema theory helps to explain this 
phenomenon in a much better way. According to the schema 
theoretic approach, reading comprehension is not simply a 
straight forward act of retrieving information from a text 
but is an interactive process between the reader's 
background knowledge and the text. The fundamental 
assumption of schema theory is that the text in itself does 
not carry meaning. It simply provides direction for the 
reader as to how he should retrieve or construct the 
intended meaning fron his cognitive franeworks (schemata) 
which are formed by previously acquired knowledge, feelings, 
personality and culture. Thus, the schemata affect reading 
comprehension for it involves building bridges between what 
is new and what is known. The goal of schema theory is to 
specify the interface between the reader and the text. An 
active exploration of this reader-text interaction can lead 
students to realize and internalize the idea that the text's 
structural features play a powerful role in the shaping 
of readers interpretation and what they read. 
Inasmuch as reading comprehension is an 
interactive process between the reader's background 
knowledge (schemata) and the text, the interplay of schemata 
in the construction of meaning is foregrounded more 
significantly if the text is literary. Findings from inter-
disciplinary researches involving cognitive psychology, 
linguistics, areas of artificial intelligence and the schema 
theory in particular have once again brought literature on 
the agenda of ESL pedagogy. Insights from these studies have 
established a link between literary text and the readers' 
schemata, resulting in the interpretation of the text. The 
students interest could be captivated by concentrating on 
the literary texts themselves which not only enable them to 
perceive the precision and vitality of the language employed 
by the author but also help them to clarify their meaning 
all of which lead to a deeper understanding of the language. 
It is through the literary texts that the ESL learner 
becones aware of the different nodes writers enploy in order 
to create texts to engage readers. By leaving much for the 
reader to imagine, the study of literature creates a demand 
for the search of meaning. The use of literature, therefore, 
becomes important not only because it demands the search for 
meaning and enables the reader to respond to the text in a 
much better way, but it also provides students with another 
useful tool which is a critical feature of language 
learning: the ability to interpret a discourse. Demand for 
the search of meaning and interpretive ability have 
reassured the place of literature in language teaching and 
have brought it in an active alliance with ESL pedagogy. 
Drawing on these studies, and the schema theory in 
particular. What remains to be asked is how much can 
advanced (and even intermediate) ESL learners benefit from a 
comprehension pedagogy which focusses on the inter-
relationship between literature and ESL? How much gain can 
be accrued in the advanced ESL situation when literature is 
the reading content of the course? Can language be taught 
effectively through a curriculum that does not banish 
literature from the language classroom? More pointedly, once 
a poem or a play or a novel is chosen, how can the language 
teacher best promote student involvement in reading 
comprehension? What are the implications of the schema-
6 
theoretic view of reading conprehension for olassroon 
practices? Of the two fundanental goals of reading 
comprehension, nanely, increasing conprehension fron text 
and increasing ability to oouprehond from text, how does 
schema theory help in achieving these goals of reading 
comprehension. 
1.2 Along the way to answering these questions, the 
present study in Chapter Two provides some reflections on 
the nature of reading in general and second language reading 
in particular. Of different models and theories of reading 
that have developed over the past several years, some of 
these have been discussed in this chapter with a particular 
emphasis on transactional and interactionalist models of 
reading. Fron this interactionalist perspective of reading 
which is largely shared by most of literary response 
theorists, the focus has been given to the reader and the 
stances he takes towards texts and reading. The chapter 
concludes with a section on reading and comprehension which 
aims at looking into certain theoretical issues with regard 
to instructional practices: increasing conprehension from 
text and increasing ability to comprehend from text. 
1.3 Combined efforts of interdisciplinary researchers 
involving psychologists, linguists and specialists in 
artificial intelligence have resulted in the emergence of a 
new set of instruction for analyzing language oonprehension. 
At the core of this is the notion of schena. The tern schena 
dates itself to Rant who first developed the idea of general 
schemata as experiences of people collected together in the 
forn of comnon elenents in nenory. Schena theory for the 
first tine provides a structure powerful enough to support 
the interactions anong different levels of processing In 
reading. Infact, reading research, for nore than a decade 
now has been influenced by schena theory. These theoretical 
discussions on schena theory forn the basis of Chapter 
Three. The chapter begins with a short history of schena. 
Along with the history, the various types of schena, its 
attributes and functions have also been discussed here. The 
last two sections deal with the inportanoe of prior 
knowledge on oonprehension and the interactive effects of 
cultural origin of a text on the reading oonprehension under 
the heading Prior Knowledge and oonprehension and Cultural 
Schemata and oonprehension, respectively. 
1.4 Findings fron schena theory and advanced research 
on reading have reassured the place of literature in ESL 
pedagogy. Literature is no nore being looked at as a rival 
to language teaching, rather it now been seeing as an ally 
to language teaching. Chapter Four deals with the issues 
pertaining to literature in the language classroon. After 
naking a synoptic overview of language/literature as 
e 
resource, attempts have also been made to look Into the 
research on response to literature and recent conpositlon 
research for bringing literature back into the fold of 
language teaching and justifying its alliance vith ESL 
pedagogy. Once the place of literature has been established 
in the ESL pedagogy, efforts have also been made in this 
chapter to briefly discuss the differences between literary 
and non-literary texts and to show how literary text helps 
in language learning as well as in the development of 
interpretive strategies. The chapter concludes with a 
section on role of culture where the text is examined from 
the point of view of the differing cultural schemata of the 
reader and the writer. In a situation where the cultural 
schemata of the ESL learner differ from the presupposed 
cultural schemata of the text and that of the writer, 
breakdown of communication and confusion is inevitable in 
the process of reading comprehension. Some suggestions have 
also been made towards the end of the chapter for remedying 
mismatches arising as a result of differing cultural 
schemata. 
1.5 Although the role of literature as resource and 
the effect of culture have been identified as the two 
principal influences in the ESL pedagogy and comprehension, 
there are other factors as well which must be taken into 
consideration. In Chapter Five, the place of vocabulary. 
9 
sinplification and translation In th© ESL pedagogy has boon 
disoussod at length so as to look at the role and place of 
literature in the language classroon in totality. 
1-6 The concluding chapter nakes a modest attenpt to 
provide an answer to the questions raised in 1.1 above. In 
the form of Some Emerging Insights, a three-phase approach 
to reading in the language classroom has been suggested 
which are pre-reading phase, reading phase and post-reading 
phase. The pre-reading phase attempts to activate existing 
schemata and thereby enhances interest in the reading phase. 
The reading phase itself draws directly from the text and 
this enables the reader to extract relevant Information from 
the text. The post-reading phase is oonsolldatory in nature 
and it helps the learner to relate the text to his own 
knowledge or opinions. Based on two different texts, 
familiar and unfamiliar, certain exercises (Exercise A and 
Exercise B) have been suggested towards the end of this 
chapter. The familiar text has been represented by Anita 
Desai's The Aopompanistf while the unfamiliar text has been 
represented by Somerset Maugham's The Man with the Scar. 
Both these texts have been reproduced in Appendices A and B. 
e^iS'BreR ii 
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CHAPTER TMO 
RSADIHG 
2.1 Introductory Hot© 
The beginning of scientific study of 'reading' can 
be traced to the late 1870a. A number of scholars since then 
have tried to reflect on the nature of reading. But the 
greater part of this effort has renained fooussed on the 
pedagogy of reading rather than on the nature of reading. 
The result has been the energenoe of technocracy of reading 
practice with a shallow theoretical base. However, attempts 
have recently been nade to overcone this initial hesitation 
by involving work frou other disciplines. 
The past two decades have witnessed a growing 
interest in reading couprehension in fields like cognitive 
psychology, linguistics, artificial intelligence, 
philosophy, rhetoric and literature. However, the 
interdisciplinary approach has yet to be forthconing with 
the result that research in any area remains unapplied and 
unknown in the other. 
2.2 Models of Reading 
A nitmlK r^ uf tiodnln nnd t .hnorl in of rntxiliig liuva 
deve loped over the p a s t y e a r s namely, s u b s t r a t a - f a c t o r 
theory ( d e v e l o p m e n t a l m o d e l ) , in format ion p r o c e s s i n g model . 
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transactional-psycholinguistic nodel, interaction model, 
affective model, etc. In this section, the following 
theories have been discussed--the substrata factor 
theory'^, the 'transactive- psycholinguistic model', the 
'interactionalist model', and the transactional model' of 
reading. 
2.2.1 Substrata-Factor Theory 
This theory seeks to explain how individuals 
attain speed in reading. They account for the individual 
differences and show how an individual's substrata - factor 
could be organised for its attainment. It relies on the 
statistical analysis of test variables and questions the 
factors accounting for the individual differences in speed 
and power of reading. 
It was with Holmes''^ (1948) dissertation entitled 
"Factors underlying Major Reading Disabilities at the 
Although the terms "theories" and "models" are used 
interchangeably, they are not identical. A theory is 
dynamic i.e. it provides an explanation for a 
phenomenon or simply describes the way in which a 
model operates. A model, on the other hand, is a way of 
depicting a theory's variables, mechanisms, constructs, 
and their interrelationships 
Holmes, J.A. 1948, "Factors underlying Major Reading 
Disabilities at the College level", cited in H.Singer 
"The Substrata -factor theory of reading", in H.Singer 
and R. B. Ruddell (eds) THEORETICAL MODELS AND 
PROCESSES OF READING, 1985: 633 
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College Level" that research in the substrata - theory of 
reading began. Subsequently in 1953 he formulated the theory 
that explained the results of his doctoral thesis. Later in 
1965 the theoretical assunption was explicated and a 
neurological explanation was given by hin for the function 
of the Blind. In 1980, Singer incorporated the conceptual 
donain and through a nunber of perceptual, linguistic tests 
sought to relate the substrata factor theory of reading to 
the school level. His theory proved useful for teaching, 
diagnosis and evaluation of reading ability. Later Singer in 
collaboration with Holnes (1961, 1966) tested the 
hypothesis which stated that individuals in their attempt to 
solve the problem of reading will tend to maximize their 
strengths and minimize their weaknesses. Although the 
hypothesis was yet to be confirmed, what emerged was the 
fact that a minimum vocabulary and word recognition ability 
was needed and this was furthered by Anderson and Freebody 
(1983)^. 
3. Singer np cit. 1985: 633 
4. Itid 1985: 633 
Anderson, R.C. and P. Freebody, 1983, "Effects of 
vocabulary difficulty, text cohesion, and schema 
availability on reading comprehension", READIHG 
RESEARCH QUARTERLY, XIII 
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Holmes' theory has been criticized by a number of 
researchers. Some of his findings when applied on another 
set of tests have provided completely different result. The 
statistical assumption, which has been his strong forte, has 
been challenged by Sparks and Mitzel." Holmes' model further 
fails to talk about statements dealing with cause and effect 
relationship. It is because Holmes' theory does not generate 
hypothesis which can be tested so the limitation of this 
theory remains. 
2.2.2 Goodman's Transactional-PBycholinguiatic Hodel 
The Transactional- Psycolinguistio Model of 
Reading, as has been discussed by Goodman (1987), focusses 
on the need to have a reading theory with a psycholinguistic 
base. The reader's interaction with the words on the page 
are seen to be a reconstruction of the writer's message. He 
explains this through a figure(l) which employs 
transformational- generative view of language, not owing to 
any commitment with that view but simply to explain the 
actual behaviour of readers. 
6. Sparks, J.A. and Harold Hitzel, "A reaction to 
Holmes' basic assumptions underlying the Substrata-
Factor Theory", READING RESEARCH QUARTERLY, I 
7. Goodman, K.S. 1967 "Reading: A psycholinguistic 
guessing game". Singer and Ruddell (eds) op cit 1985 
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Figure 1: Goodnan's nodel of reading 
Meaning is not derived directly but the reader 
tries to decode neaning through a graphic display. Goodnan 
placed strong emphasis on top-down processing (or 
conceptually-driven processing) in which the decisions taken 
at the higher levels in the processing system are used to 
guide choices at the lower level. In this kind of processing 
the reader invokes both his knowledge of the world and his 
knowledge of the structure of the sentence. 
Although Goodnan's nodel (1967) characterizes 
Q 
reading as a psycholinguistic guessing game involving 
tentative information, his concern for reading as a meaning-
seeking process is apparent in both 1987 nodel and his 
subsequent writings (1972, 1984). In "Unity in Reading" 
Goodman makes a case for a unified theory of reading based 
on the assumption that regardless of the point of focus, 
reading remains the sane for all who undertake it. Meaning 
8. Goodman, K.S., "The Reading Process: Theory and 
Practice" in R.E. Hodges and E.H. Rudorf (eds) LAHGUAQE 
AND LEARNIHG TO READ: WHAT TEACHERS SHOULD KNOW ABOUT 
LANGUAGE, 1972: 147 
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here is constructed through transactions with the text. This 
can be viewed fron the point of view of the writer producing 
the text, the oharaoterstics of the text and the reader 
constructing the meaning. 
Meaning does not reside in the text but in the 
reader and the writer. Texts are constructed by authors to 
be comprehended by readers and the text has the potential to 
evoke meaning but has no meaning in itself. Comprehension, 
therefore, is influenced by the writer's construction of a 
text and the reader's reconstruction of it. "An effective 
text is one that not only expresses the author's meaning but 
is comprehensible to others. It must be a full enough 
representation of the meaning to suit the needs, background, 
Q 
schemata and interests of the readers". 
Recent researches on reading have examined the 
reader's role in the construction of meaning. This 
tendency,according to Qoodman, to attribute active role to a 
reader in the construction of meaning is rather new. To 
quote Qoodman "Though theories of reading as a process have 
existed... since the time of Huey, (their views of reading 
were) essentially word-centred." 
9. Goodman, R.S. "Unity in Reading", in Alan C. Purves and 
Olive Hiles (eds) BECOMING READERS IN A COMPLEX 
SOCIETY, 1984: 83 
10. Goodman QSL-S1JX> 1984: 95 
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In his unified theory of reading the nain issue 
revolves around the active role of the reader and the text, 
and his search for meaning. Qoodnan believes that reader in 
the process of assinilBting knowledge experiences a change 
in the values and the conceptual achenata. During the act of 
reading and meaning creation, the reader constructs a text 
'parallel' to the published text. These are based on the 
reader's original text. The reconstruction of the text is 
not the end but helps in the arrival of meaning. "• 
2.2.3 Interactional Model 
Whether it is Qoodman's top-down model or Qough's 
bottom-up processing model, neither of these position seems 
to be entirely satisfactory. Rumelhart (1977), drawing on 
work in artificial intelligence, proposes a more balanced 
model in which linguistic knowledge from several sources 
(orthographic, lexical, syntactic and semantic) interacts in 
the reading process. A schematic representation of 
Rumelhart's model is shown in figure (2) below: 
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Figure 2: A representat ion of Runelhart's I n t e r a c t i v e Model 
of Reading. 
In the first stage the infornation is pioked up by the eye 
and registered in a Visual Infornation Store (VIS) or icon. 
The conponent Feature Extraction Device extracts visual 
features from this store and nakes it available to the 
central conponent of the nodel called Pattern Synthesizer. 
The central conponent then draws upon a wide variety of 
different sources of infornation, nanely synctactical, 
senantic, orthographic, lexical and uses then to work out 
the nost probablye interpretation of the text. Unlilke 
earlier nodels of reading, Runelhart's nodel deals with 
contextual effects nore adequately, however, there are a 
nunber of other aspects of the process where this nodel 
fails. For exanple, ths nodel says nothing about the basis 
la 
on which the various kinds of hypothesis are generated. This 
nodel also fails^^ to specify the relative inportance of 
the contribution fron each knowledge source and even does 
not indicate how the influence of each source varies with 
the reader's strategy and with the reading conditions. 
2.2.4 Transactional Hodel 
Transaction underlines the acceptance of two-way 
relationship which, in ecological terns> hunan being has 
with nature, or, in terns of reading, a reader nay have with 
a text. This notion of transaction sinply rejects the 
underlying "epistenological dualism that places the hunan 
being against nature as two separate or autononous 
1 ? entities. "^ '^  If one goes into the history, the transaction 
view of relationship arose as a reaction against 
"interaction" by Dewey (1896)^^. Dewey in KHOHING AND THE 
RHOUH chose "transaction" to sinply indicate a two-way 
reciprocal relationship in which 'knowing' assunes a 
transaction between a 'knower' and a 'known'. The 
11. Mitchell, D.C. THE PROCESS OF READING, 1982: 136 
12. Rosenblatt, L.H. "The Reading Transaction: What for?" 
in Robert P. Parker and Frances A. Davis (eds) 
DEVELOPING LITERACY: YOUNG CHILDREN'S USE OF LANGUAGE, 
1985: 120 
13. Ihid 1985: 120 
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transactional nodel of reading places the text and the 
reader at the centre. Transactional view of reading nakes 
reading a particular event, involving a particular reader, a 
particular iten of the environnent- a text, at a particular 
tine, under particular oirounstanoes. 
The autonomy of the text was first expostulated by 
the New Critic, who not only rendered centrality to the text 
but also questioned the elements outside the text. However, 
it was as early as 1929 when I.A.Richards had focussed 
attention upon the reader's response. In the PRACTICAL 
CRITICISM a group of undergraduate students were exposed to 
eight poems and their responses noted. It was seen that 
their responses varied. Richards' concern was on the 
incorrect readings and on the factors which inhibited a 
'correct' response. He was also concerned with the 
application of new knowledge emanating from psychology in 
order to understand the response process. In this sense 
Richard stood in two intellectual camps. As Bleich (1975) 
had put it: "One camp was Hew Critical: that is he believed 
in the fundamental purpose of learning to read literature 
faithfully because he believed in the enduring integrity and 
autonomy of the work of art. The other camp was much more 
psychological, and in his early work, PRINCIPLES OF LITERARY 
CRITICISM (1925), Richards went to great lengths to describe 
and demonstrate the subjectivity of aesthetic value 
20 
Judgenent. He believed In the necessity of developing a 
psychology of literary judgenent. Thus, while recognising 
for the first tine that real readers' responses nust be 
studied in order to develop such a psychology, Richards 
implied that such a psychology is nornative, and that 
different responses and different readings can be corrected 
on the basis of that norn." 
Placing enphasis on the reader and regarding the 
reader as assuning the role of the critic have certain 
advantages. Margaret Early (1980)^^ had talked of "good" 
readers of literature in this sense who take "conscious 
delight" in literary work and perforn the role of a orltio. 
They rely on their own judgenents, are aware of their 
linitations in viewing the text, strive for universality 
and realize the necessity of wilful suspension of 
disbelief. However, on certain other fronts they do not 
behave in a nanner expected of a critic. Hot only that 
they bring their own individual histories to the experience 
of the work, but also encounter text in different contexts 
14. Bleich, D. 1975, READING AHD FEELINGS: AN INTRODUCTION 
TO SUBJECTIVE CRITICISM, cited in Clen Young "Readers, 
Texts, Teachers", in B. Corcoran and E. Evans (eds) 
READERS. TEXTS, TEACHERS, 1987: 10 
15. Early, M.J. 1980 "Stages of growth in literary 
appreciation". ENGLISH JOURNAL 49, 181-167 
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and for varied purpose, and, therefore, their response is 
affected. 
New criticism placed the text at the centre of 
experience, thereby nininizing the role of the teacher as an 
authority for whon the work would be looked at as an 
'objective cultural phenonenon'. This shift fron the text to 
the reader signifies a concern for felt response. The 
purpose is not to arrive at definite readings but things 
revolve around what one is capable of finding and on the 
purpose of looking for it. Work since Richards had focussed 
on the reader's contribution to literary experience. The 
Hew Critics' enphasis was on naive encounters of the 
text thereby denying the reader experience as all inportant. 
1 R 
Rosenblatt (1978) °, however, denied this view and stated 
that the process of literature involves the negotiation of 
neaning between the reader and the writer. Instead of 
viewing reading as a single line of action as in the case of 
Interpretational uodel (reader acting on the text) or the 
response nodel (the text acting on the reader), Rosenblatt 
goes on to assert the transactionalist notion of reading. 
The relation between reader and text according to 
transactional model of reading is not linear but situational 
occurring in a context of time and space. To quote 
16. Rosenblatt, L.M. 1976. LITERATURE AS EXPLORATIOH 
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LwdJ-r.j^  j-ii (lSS5)t "k person beocaes a ro&der by virtue of a 
relationship with a text. A text is nerely. ink on a page, 
until some reader evokes neaning fron it." *•' The 
transactional theory rejects both - the fornalist tendency 
which concentrate on the text as all-important and the 
reader as passive, and "subjective" literary theorists who 
look at reader as all-inportant and the text as passive. For 
transaction reader and text are nutually essential and 
meaning happens during this interaction between the two. The 
reader, therefore, is viewed as a "co-creator" of the 
literary work. Bleich developed an extensive curriculum 
framework through which students learn to appreciate and 
accept their responses. As a co-creator, the reader's 
response to the text will be characterized by tension and 
discord as well as by concurrence and harmony. The emphasis 
placed on reader will get a Justification if one looks at 
the role of the reader. 
2.3 Role of the Reader 
Reader has been looked at as both a co-creator and 
a recreator. The former emanates from the transactionalist 
view of reading where the reader is regarded as interacting 
17. Rosenblatt no cit. 1985: 120 
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cooperatively with the writer in the joint process of 
literary creation. The latter suggests that 'sonething' 
exists before a reader gives meaning to the printed 
symbols. Rosenblatt, although holds a transactionalist view 
of reading, shows an ambivalence with regard to the role of 
the reader. While, on the one hand, she stresses the 
transactional nature of the activity and treats literary 
process as a negotiation of meaning in which the reader's 
role is essentially that of a co-creator. On the other 
hand, she speaks of the process as one of recreation where 
"Every time a reader experiences a work of art, it is in a 
sense created anew.' 
The recreative aspect of reader's reading has its 
implication on retelling in the literary process. 
Historically, retelling has evoked an inferior response. It 
has been looked at as a failure to come to grips with more 
difficult or abstract concepts. However, the evidence put 
forward by Bleich (1975) gives an entirely opposite view- a 
view in which retelling becomes far more complex. 
Recreation, for Bleich, therefore, includes the action of 
retelling and it is "not so much a recreation of the 
18. Rosenblatt op cit. 1976: 113 
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authorial conception as a resynthesis and a restatement in 
terns of the reader's personality."^ Readers need to 
examine their subjective responses which can be achieved 
through the objective treatment. 
Stratta, Wilkinson and Dixon (1973) talk of 
recreation through various exercises where readers exorcise 
their rights and responsibilities in making texts mean. This 
is an entirely different view of recreation in which the 
reader is viewed as being engaged in recreating 
"imaginatively the experience expressed in the abstractions 
on the page."^^ Although still operating within the 
transactional model of the reading process, the perspective 
offered by Stratta et al. gives more responsibility to the 
reader and also calls for an active role of the teacher in 
helping readers develop and mature their responses to 
literary texts. 
The contemporary view of reading reduces the 
essentialist role of the reader and looks at the reader and 
the writer as holding the interactional relationship which 
is mediated through the text. Thus the interaction between 
the reader, writer and the text holds importance. This view 
19. Bleich cited in Young QD cit 1987: 16 
20. Stratta, L., I. Dixon, A. Wilkinson 1973. PATTERHS OF 
LANGUAGE, cited in IMd.p.16 
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of reading nay be traced to Bakhtin (1929)^^ whooo dialogic 
relationship between reader and writer is considered 
important in the reading of the text. He asserted that 
language as a sign systen enbodies both the elenent of 
confornity as well as of non-confornity. This nultiple 
neaning concept has oonnonalities with Derrida (1978)^^ 
when he talks of nultiplicity as being an inherent 
characteristic of the text rather than sonething outside the 
23 text. Booth (1981) talks of the reader-writer interaction 
as one which occurs between an "inplied reader" (which is a 
role offered to the reader by the author through the text) 
and "implied author" (who represents the presence of the 
author in the text). The reader here assumes the role 
of a real reader as required by the text, and constructs an 
image of the author as narrating the text. Booth's 
distinction between real and implied readers and authors has 
echoes of Iser's theory of textual blanks"^ ^ which are 
subsequently filled in the process of reading. Whether a 
reader is a co-creator or a recreator, there is no denial 
21. Bakhtin M. 1929 PROBLEMS OF DOSTOEVSKY'S POETICS, cited 
in Young op nit 1987: 19 
22. liiid p.20 
23. Booth, W.C. 1961 THE RHETORIC OF FICTION 
24. Iser, W. 1978 THE ACT OF READING: A THEORY OF AESTHETIC 
RESPONSE 
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that there is a transactional relationship between a reader 
and a text. Readers give and take with the text makes an 
interesting case for looking into response to literature 
i.e. how individual readers and literary texts interact with 
each other. 
2.4 Response to Literature 
Early in this century, literary theorists looking 
into the study of response to literature assuned that there 
was only one correct way to read a work of literature.^ 
However, Rosenblatt in LITERATURE AS EXPLORATIOH has 
provided a sharply radical viewpoint about response to 
literature in which she explores the interactive 
relationship between the individual readers and the literary 
text. Working fron the tradition of Dewey and liberal 
hunanisn, Rosenblatt showed how the response statenents 
issued by individuals in the classroon are dependent upon 
subjective, inter-subjoctlve and social forces. 
Unfortunately her subjective perspective "was soon lost in 
the onrush of formalist exegetical criticism which 
26 emphasized the objectivity of literary knowledge". It was 
25. Purves, A.C. 1979 "That sunny dome: those caves of ice: 
A model for research in Reader Response." COLLEGE 
ENGLISH, 40,7 
26. Bleich, D. "The Identity of Pedadogy and Research in 
the study of Response to Literature", COLLEGE ENGLISH 
42,4, 1980: 351 
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in the late 50s that attention was focussed on Rosenblatt's 
concepts. Research as early as 1984 by Janes Squire and in 
1966 by James Wilson emphasized on how response led to a 
subtlety in all aspects of literary ideation. These studies, 
and others which followed then, showed "the senses in which 
pedagogy was an activity in which new literary knowledge was 
synthesized by each reader, and not one in which established 
97 knowledge was funnelled into young and vacant minds." 
David Bleich in "The Identity of Pedagogy" makes 
a presentation to prove his point that individual responses 
to literary works could be as valid as authoritative, formal 
techniques of literary interpretation. The study undertaken 
here is of Kafka's "A Country Doctor" where four response 
statements by the same person have been elucidated. Research 
here instead of trying to seek universal rules, tries to 
create orientation which are new in reading. The importance 
here would than be towards the reader's accomplishment 
rather than the correct or incorrect reading. The 
interpretive judgements are viewed and understood 
objectively in keeping with the real aim of research and 
pedagogy. The reader therefore, teaches a new sense of the 
author. 
27. Bleich OP cit 1960; 351 
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Response statenents nake it possible for research 
and pedagogy to be carried out simultaneously. The student, 
instead of passively accunulating knowledge, learns to view 
learning as a self-regulating process. This then does not 
become the domain of a few but of anyone with inclination 
and interest. The reading theory covers judgements which can 
be validated and authorized. As Bleich has rightly pointed 
out "Using response statements as teaching and research 
helps to demonstrate this equality of access, and encourages 
younger people to take more seriously their own natural 
initiatives with language as well as their perceptions of 
other people's language. The whole concept of intellectual 
authority is then shifted from that of a force to which one 
must accede,to one that can be independently developed by 
28 
each person and by each community." If the meaning of a 
literary work is dependent on the individual reader then ' it 
is also dependent on the text's language, structure, 
situation in which an individual responds to a text. In most 
of the work, be it a research on reading or response to 
literature, there is a focus on the process of making 
meaning. Insofar as literature can be taught as a "way of 
exploring, understanding, and reflecting on the strategies 
28. Bleich OP cit 1980: 386 
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by which readers- all readers- generate neanings in the act 
29 
of reading", writing about reading is one of the best ways 
to get students to "unravel their transactions so that we 
can see how they understand."*^ Writing, is not ..only a 
record of understanding but an act of understanding and 
therefore "writing process can aid the reading process."^^ 
2.5 Reading and Nriting 
Mariolina Salvatori in her article "Reading and 
Writing a Text" has raised the issue of dichotony existing 
between the activites of reading and writing. The 
disparateness between the two activities nay be seen as 
arising out of influence of certain literary theories that 
tend to enphasize on the analysis of the structure and the 
neanings of a text. The underlying assunption of* these 
theories is that there is a highly trained reader who 
generates neanings. This could be true, but in the process 
these theories "usually neglect to account for, and to 
explain, the conplex activities of that reader's nind as she 
29. Salvatori, M. "Reading and Writing a text: Correlations 
between reading and writing patterns," COLLEGE EHGLISH, 
45,7, 1983: 659 
30. Petrosky, A.R. "Fron story to essay: Reading 
and Writing". COLLEGE COMPOSITIOH AND COMMUHICATIOH, 
33,1, 1982: 24 
31. Spack, R. "Literature, Reading, Writing and ESL: 
Bridging the gaps", TESOL QUARTERLY 19,4, 1985: 709 
30 
or he receives, responds to, and generates those 
32 
meanings." Tzvetan Todorov says that "a text always 
oontaino within itself directions for its own 
33 
consunption. '^'^  Salvatori believes that this statement 
assumes an a prior knowledge of how to read and 
respond to those directions. This statement further 
tantamounts to assuming that the reader is not only aware of 
the great variety of activities entailed in the reading of a 
fictional text, but has also developed the appropriate 
skills to perform such reading. Tall claims indeed, for 
such an expertise is expected from a knowledgeable critic 
and not from an inexperienced reader. Actually, it is this 
claim of Todorov that has contributed towards creation of an 
artificial boundary between reading and writing. If one 
continues to operate from this perspective, then the loss 
would be considerable. As Rosenblatt states that "literary 
texts provide us with a widely broadened 'other' through 
which to define ourselves and our world. Reflection on our 
meshing with the text can foster the process of self-
definition in a variety of ways... The reader, reflecting on 
the world of the poem or play or novel as he conceived it 
32. Salvatori QP cit 1983: 858 
33. Todorov, T."Reading as Construction' cited in Ihld 
1983: 658 
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and on his responses to that world, can achieve a certain 
self-awareness, a certain perspective on his* own 
preoccupations, his own systen of values."^^ What is 
required, therefore, is an exploration of the strategies 
used by the reader in neaning generation which is possible 
if the two activities are treated inseparably. 
Andrea A. Lunsford states that language skills 
are related activities and that reading conprehension is 
related to sentence formation and to thought process. The 
correlation between reading and writing has been established 
and it has been convincingly concluded that "the teacher of 
writing must autonatically and always be a teacher of 
35 reading as well." Reading is an act of naking neaning and 
"if it is to represent engaged and neaning naking activity" 
then reading "nust allow for the ways in which readers 
contribute to and nake connections with the text."*'" In this 
endeavour, writing provides a unique opportunity for 
discovering and exploring these contributions and 
connections, because it allows the reader to dialogue with a 
text and find a particular way into it. As Petrosky *has 
34. Rosenblatt, L.M. THE READER, THE TEXT, THE POEM, 1978: 
145-46 
35. Lunsford, A.A. "What we know and Don't know-about 
Remedial Writing," cited in Salvatori OP cit 1983: 859 
36. Zanel, V. "Writing one's way into reading", TESOL 
QUARTERLY, 28,3, 1992: 468 
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rightly pointed out that "tho only way to denonstrate 
comprehension is through extended discourse where readers 
beoone writers who articulate their understandings of and 
connections to the text in their responses". 
The processes of reading and writing are nutually 
enhancing. Strotsky (1975) , in her review concerning the 
ways in which children's syntactic knowledge and sentence 
conbining activities affect writing abilities and reading 
comprehension, concludes that "a significant crossover nodal 
effect can theoretically occur, on the one hand, permitting 
speaking, listening, and reading activities to influence 
writing ability, and, on the other hand, permitting writing 
activities to enhance reading comprehension". Smith (1982) 
also hypothesized that "reading experiences enhance writing 
when students reflect over language with a writer's eye and 
39 develop a sensitivity that directs their attention to it". 
Recent research suggests that the reading and writing 
processes are related and experiences in one enhance growth 
in the other. 
37. Petrosky no nit 1982: 24 
38. Strotsky, S.L. 1975 "Sentence-combining as a curricular 
activity: Its effect on written language development 
and reading comprehension." cited in J. Birnbaum, and 
J. Emig "Creating minds. Created texts: Writing and 
Reading", Parker and Davis (eds) op cit 1985: 92 
39. Smith, F. 1982 WRITERS AND WRITING, cited in IhJA P.92 
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Although tho teaching of conposltlon Is perhaps 
the least of leer's concerns, sone of his ideas about 
reading will help us discover inportant correlations between 
reading patterns and writing patterns. Infact, his 
description of the processes by which readers produce 
neanings as they interact with a text throws considerable 
light on the reasons why students adopt ineffective reading 
strategies. In his ACT OF READIHG, Iser claims that, 
"central to the reading of every literary work is the 
interaction between its structure and its recipient... The 
literary work has two poles... the author's text... and the 
realization of it accomplished by the reader".**^ 
The work, indeterminate and dynamic, cannot, 
therefore, be put down to one interpretation, one 
perspective, but would be subject to frequent modifications 
of perspectives. Meaning too cannot be reduced to the 
"assumed reality of the text." Iser stresses upon the 
"virtuality" of the work or text. To call something 
"virtual" seens to be at the same time an acknowledgement 
that it is not "real". Virtue means beyond what 
40. Iser, W. THE ACT OF READIHG, 1978: 106 
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the matter-of-fact words of the inert text would offer. Iser 
tries to balance the reader's own disposition with the role 
prescribed by the text. This he does by saying that if the 
reader's own disposition "were to disappear totally, we 
should simply forget all the experiences which are 
constantly bringing into play as we read...And even though 
we may lose awareness of these experiences while we read, we 
are still guided by them unconsciously, and by the end of 
our reading we are liable consciously to want to incorporate 
the new experience into our own store of knowledge." It is 
this relating of our own world to the world of the text that 
partly accounts for some texts being easier and some more 
difficult for us to read and subsequently, the reasons for 
students adopting ineffective reading strategies. 
This imaginative game between the reader and the 
writer would continue only if there were no governing rules. 
The enjoyment comes when the reader is allowed to be 
creative and productive, and this is possible if there is a 
transactional view of the mode of existence of a literary 
work. For this view not only liberates us from absolutist 
rejection of the reader, but also helps us preserve the 
importance of the text, and permits a "dynamic view of the 
41. Iser no cit 1978: 37 
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text as an opportunity for evor new readings, yet readings 
that can be responsibly self-aware and disciplined."^^ 
Another notion in Iser's theory derived from 
social psychology is the aspect of 'blanks' or "gaps" in the 
text. These blanks provide an avenue for transactional 
relations between the reader and the text. The reader 
confronts blanks in the text and his nind works on these in 
order to reach an understanding. A nunber of incorrect 
reading nay take place before sonething substantial emerges 
for the reader. The reader here, while reading, indulge^ in 
two activities which are of "consistency building' and 
'wandering viwpoint'. Wandering viewpoint helps the reader 
by recognising his thoughts and in generating a revision of 
his previous perspectives. Consistency building tends to 
confirm the perspectives by providing familiar evidences. 
Iser gives a few suggestions to balance these readings. 
Interactive nature of reading has also been looked 
at from socio-cultural and cognitive perspective. Kathleen 
McCormick and Gary, F. Nailer in "The interactive nature of 
the reading situation" made an attempt to bring together 
"reader-and culture centered criticism to produce a model of 
4 2 . R o s e n b l a t t QD c i t 1978: 129-30 
4 3 . I s e r , r>p c i t 
3B 
'•>3 reading situation that acknowledges both cognitive and 
cultural factors."** Here reading is viewed not as an 
individual experience but as occurring in a social context. 
Readers, like texts, are not autononous but are caught in 
the cultural deterninants to produce neaning. The socio-
cultural set up inplies the text with general and literary 
ideology. The repertoire of the text would conprise the 
ideas, conventions, norns and experiences. The repertoire 
would refer to the appropriation of the text to its ideology 
and can be divided into literary and general repertoire. The 
interface between the reader and the text occurs as a 
result of the Batching of the repertoires. 
A reader's general repertoire of assumptions and 
beliefs may tend to differ with that of a text and may lead 
to clashes. A text may have both the dominant cultural 
practices and counter-dominant practices which the reader 
may come across and accept as being significant. Readers 
reading texts from a varied ideological formation and 
different cultural setting are more likely to see "symptoms 
or signs of power" and the contradictions in the culturaP 
44. McCormick, K. and G.F. Waller "Text, Reader, Ideology: 
The interactive nature of the reading situation", 
POETICS, 16, 1987: 193 
45. Ikid 
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ideology, which they are less likely to encounter in texts 
produced within their own cultural set up. Asaimilatory 
information which are at variance in the repertoire of the 
text may then focus on historical distancing more than on 
features which are universal. 
The universals in literature suggests the 
timelessness of a text and insist on certain universal 
themes as being important. Catherine Belsey views that 
when literary criticism invokes history "whether as world-
picture or as long-lost organic community, it is ultimately 
in order to suppress it, by showing that in essence things 
are as they have always been." Texts here are *dehistorized* 
but on careful analysis the universals can be seen as being 
historically situated. 
The literary repertoire of the text would come of 
its literary conventions and strategies. Reading can be 
enhanced by taking into consideration these and the 'gaps' 
which may exist because of repertoire which are either 
'impoverished' or 'enlarged'. 
The general repertoire of the reader is a product 
of the ideology of society and may vary making certain 
46. Belsey, Catherine 1983 "Literature, History, 
Politics."cited in McCormick and Waller OP cit 1987: 
199 
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dominant ideologies nore plausible than the other. The 
readings of a text differ because of the varied repertoires 
of the reader. A text of a distant historical period is read 
by referencing certain other text but because the text is 
read in the present tine,the concretization of the meaning 
takes place by providing their own repertoires. This may 
differ fron the original text and the difference nay be for 
reasons which are cultural specific. Siegfried Schnidt 
(1985)*' asserts that, texts are not regarded as possessing 
their neanings and being literary; instead, subjects 
construe meaning fron texts and they perceive and treat 
texts as literary phenomenon in their cognitive domain by 
applying the linguistic norms and conventions they have 
internalized in the process of socialization in their 
respective social groups. Schnidt says that "*intuitive 
notion' of an autonomous neaningful text should be accepted 
as a 'pragmatically valuable fiction' and 'sense', 
'relevance', 'value' are cognitive constructions made by 
readers". A reader's literary repertoire consists also of 
their cognitive style and their reading strategy. These 
influence the reader and his interpretation while reading 
and processing a text. 
47. Schmidt, S. 1985. "On writing histories of Literature: 
Some remarks from a constructivist point of view" cited 
in McCormick and Waller op cit 
48. Schmidt, cited in McCormick and Waller OP oit 1987: 204 
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The interaction between the repertoires takes place 
if there is a fulfiluent of the reader's expectations by the 
features of the text. Hisnatchings occur if there is 
a mismatch between the two. The clash in the repertoire 
occurs when the reader disagrees with the textual features. 
The perfect match> however, is never achieved but readers 
build up their readings of a text. 
Given this view of reading as an extremely 
complicated cognitive and social activity in which the mind 
is at one and the same time relaxed and alert, expanding 
meanings as it selects and modifies them, confronting the 
blanks and filling them to reach an understanding, it 
becomes possible to call reading process as dynamic in 
nature. Research on writing suggests the processual and 
dynamic character of writing and stresses the similarity 
between the essentially dynamic nature of the reading and 
writing activities. Whether it is reading or writing, the 
finding or evocation of meaning remains crucially important. 
The evocation of meaning requires a selecting-out from the 
reservoir of thought and feeling, the acceptance of some 
elements into the centre of attention, and the relegation of 
others to the periphery of awareness. 
2.8 Selective Attention in Reading: Efferent and Aesthetic 
Selective attention in reading is simply a 
sorting-out activity dealing with reader's purposes for 
40 
reading. In the reading truauaccion iloaQsiblatt (ISSS)"^^ says 
that words , activating nenory do not include just public 
referent but also personal referents like affective, 
associative and sensuous referents. This would mean the 
selection and reflection of certain elenents in the act of 
reading. The reader exerts his choice while reading, for the 
words on the page activate the consciousness of the reader 
which leads the reader to do sone selection in order to 
arrive at neaning. In case of a nisnatch, a rereading is 
expected. 
However, this selection is not sufficient and the 
kind of neaning needs to be defined. The reader needs to be 
selective about the * stance' towards the text. Two basic 
stances towards texts are efferent and aesthetic, which have 
been actually seen as two ends of a continuum. A reader's 
approach to the text would be efferent when he is primarily 
concerned with happening during the actual reading event. 
In aesthetic reading, the reader's attention is centered 
directly on what he is living through during this 
relationship with a particular text. Therefore, to regard 
reading as an efferent activity is to focus attention on the 
information a reader is expected to take away and use during 
and after reading. Attention here is on the public meaning. 
49. Rosenblatt op cit 1985: 123-24 
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like on actions, infornation and analytical concepts, which 
would bo the case usually in the reading of a textbook, 
report or factual description. 
Aesthetic reading, on the other hand, involves 
the aspects of renenberance, speculation and association 
which are evoked in the process and the concentration here 
is on what transpires during the reading process. The 
feelings and thoughts aroused during the reading process 
acquire importance. 
During the act of reading the reader may clearly 
adopt one or the other, either efferent or aesthetic reading 
as the predominant stance. An efferent reading could admit 
some associative, affective element within its range just as 
an aesthetic reading would have some referential component. 
Bill Corcoran (1987)^° has isolated four basic 
types of mental activity which seem to be involved in an 
aesthetic reading. These are: 
(a) picturing and imaging, 
(b) anticipating and retrospecting, 
(c) engagement and construction, and 
<d) valuing and evaluating. 
50. Corcoran, B. "Teachers creating readers", in Corcoran 
and Evans (eds) QD cit 1987: 44 
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What evidence is there of these four types of 
nental activity has been discussed by Qill Frith (1979)^^ in 
her research on accounts of "What Reading is For Me" offered 
by her students as reactions to their reading and 
interpretation. Involved readings lead to inages being 
constructed while uninvolved reading gives little 
significance to the printed page. It is as Iser (1978) 
points out that "nental inages do not serve to nake the 
character physically visible; their optical poverty...is an 
indication of the fact that they illuninate the character 
not as object, but as bearer of neaning."^ 
The activity of anticipating and retrospecting 
works in a number of cases. A nonliterary text could work on 
the process of prediction because the information sought 
could be derived. A literary text would be more involved 
with retrospecting because the activities of guessing, 
hypothesizing could be applied here. 
The process of engagement and construction 
suggests the reader's emotional reaction to the 
text. It also suggests that texts, because of their 
inscribed ideologies, have atleast the potential to change 
51. Frith, G. 1979 "Reading and Response: Some questions 
and no answers" cited in Corcoran op cit 1987: 44 
52. Iser, OP cit 1978: 138 
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readers. Britton's (1977)^^ concept of "piecemeal 
oontextuallzation" which is an interplay of 
engagement/construction, has connonalities with Rosenblatt's 
efferent stance, and thus involves an aspect of selective 
reading. "Global oontextuallzation", on the other hand, 
involves the reshaping of literary experienoe to a verbal 
constraint where reading and the reader shape each other. 
Thin is a sinplistio view of reading. Infaot, reading 
instead of being a straight forward act of derivation from 
the reader is, as Rosenblatt reninds us, "an event involving 
a particular individual and a particular text, happening at 
a particular tine, under particular circumstances, in a 
particular social and cultural setting, and as part of the 
ongoing life of the individual and the group."^^ 
With the reader's need to arrive at certain 
judgements, the stance of valuing and evaluating is 
considered. Valuing would occur when a reader tries to make 
a judgement about the worth of the text and of its perusal. 
53. Britton, J.H. 1977 "Language and the nature of 
learning: An individual perspective" cited in Corcoran 
op cit 1978: 48 
54. Rosenblatt L.M. 1985 "Transaction versus Interaction- a 
terminological rescue operation. "cited in Ihiid. p. 48 
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and evaluating would occur after the text has been read. 
While commenting on valuing and evaluating activity, 
Applebee (1978)*"^ says that "not only are Most things 
evaluated, but the way in which they are evaluated becones a 
more or less permanent part of our memory of the response." 
Although the selective attention in reading deals with the 
reader's purpose of reading, the need is to look into 
defining reading program effectiveness and of choosing one 
reading program for pedagogical purposes. 
2.7 Reading Programme Bffeotivenesa 
After the significant increase in reading and 
reading programmes, the educators when faced with these have 
to choose one programme over the other. Halmsley (1981) 
had pointed out about little attention being paid to this 
aspect.^' Peter Mosenthal talks of how one defines reading 
programme effectiveness where the need is primarily to 
55. Applebee A. 1978 THE CHILD'S COHCEPT OF STORY: AGES TWO 
TO SEVENTEEN, cited in Corcoran op cit 1987: 50 
56. Mosenthal, P. 1984 "Defining Reading Program 
Effectiveness: An Ideological Approach" in POETICS 13 
57. Walmsley, S.A, 1981. "On the purpose and content of 
secondary reading programs: An educational ideological 
perspective", cited in Ihid 
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define reading and progranne effeotivenoss. Messiok (1981)^° 
says that this can be answered at three levels which would 
be the word level,the social science theory level and the 
ideological level where ideology has inpllcations for 
society. At the level of ideologies the reading progranne 
would need to be conpatible with a particular educational 
and societal goal. The ideologies further establish various 
means appropriate for the differing societal ends. 
Mosenthal then attenpts to define reading in 
terms of a "Context Pyramid Model of Reading' which has a 
Reader Context, Material Context and Task Context. The 
Reader Context includes the physical and cognitive variables 
which influence a reader in the process of reading. Material 
Context represents the variables such as the content, 
structure and meaning in the text. The Task Context 
comprises the procedures and criteria used by the reader in 
the act of reading. 
Reading researchers do not define reading in fully 
specified definitions but in terns of simplified context 
pyramid version. Mosenthal (1983) and Halmsley (1989) have 
discussed five ideologies pertaining to education which are 
58. Messick S. 1981. "Evidence and ethics in the evaluation 
of test's", cited in Mosenthal op.clt 
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(a) academic, 
(b) utilitarian, 
(o) romantic, 
(d) cognitive, and 
. (e) emancipatory. 
The academic ideology passes down to the other 
generation the knowledge skills as considered important by 
the previous generation. The assumptions of behaviourism, 
taxonomic linguistics, etc. are certain examples of this, 
Reading here is viewed as a reproduction of the text. 
The utilitarian ideology tells of the goals 
needed for utilitarian purposes. This may be at the level of 
processing theory or transferring appropriate processing 
theory. The emphasis is on the reader correctly following 
the procedures of some real-world task and successfully 
meeting the criterion of this task. This ideology defines 
reading in terms of reproduction and reconstruction of 
current text. 
The romantic ideology talks of the development of 
the autonomy of the individual. Reading here is defined in 
terms of reader context where the reader's prior assumptions 
are said to determine reading. The conceptual and textual 
47 
sohena theory go on to show how these are useful In neaning 
construction. 
The cognitive developnent ideology talks of 
promoting the intellectual growth of a child and reading is 
defined in terns of interacton anong the reader, naterial 
and task context. 
• 
The enancipation Ideology talks of changing 
the socio-political and ideological structure. The 
proponents are on the need of the not so good student to 
cone up to the level of the better ones and the need is, 
therefore, to establish an egalitarian approach. 
The various ideologies, therefore, suggest various 
goals for inplenenting reading progrannes for sone societal 
end. 
Any definition of reading progranne effectiveness 
requires breaking it up into two parts- reading and 
progranne effectiveness. The different ideologies of 
education for educational enterprise in general and reading 
instruction in particular, nay help understand and define 
progran effectiveness. However, reading can effectively be 
understood by relating it to conprehension. The need is, 
therefore, to look at reading in tanden with conprehension. 
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2.8 Reading and Coaprehenslon 
Reading has been viewed as the reader's 
interaction with the text and oonprehension is ah aspect of 
reading. Knowledge is viewed as being stored in schenatio 
structures and oonprehension Is seen as the process 
involved in forming and nodifying these structures. 
Pearson and Johnson (1978) have defined 
comprehension in the following words: "Comprehension is 
building bridges between the new and the known... 
Comprehension is active not passive; that is the reader 
cannot help but interpret and alter what he reads in 
accordance with prior knowledge about the topic under 
discussion. Comprehension is not simply a matter of 
recording and reporting verbatim what has been read. 
Comprehension involves a great deal of inference making."^ 
Inference is considered to be an integral part of 
comprehension and viewed as "critical acts of 
BO ' ' 
comprehension". It is seen that inferences are related to 
comprehension and an increase in Inferences drawn leads to 
an increase in comprehension. Reading comprehension has been 
viewed as the process of using cues provided by the writer 
59. Pearson, P.D. and D.D. Johnson, 1978 TEACHING READING 
COMPREHENSION cited in Peter H. Johnston READING 
COMPREHENSION ASSESSMENT: A COGNITIVE BASIS, 1984: 8 
60. LtLid, p. 7 
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and of using one's prior knowledge in inferring the intended 
meaning. 
Factor- analytic studies of reading comprehension 
have suggested a close relationship between vocabulary and 
reading comprehension.Anderson and Freebody (1979)°^ have 
examined the three competing hypotheses, namely 
instrumentalist, aptitude, and background knowledge, which 
explain closeness between word knowledge factors and 
comprehension. 
The instrumentalist position states that word 
knowledge is directly related to comprehension and a 
decrease there would lead to a decrease in comprehension. 
The aptitude hypothesis, which is a holistic approach, 
considers vocabulary knowledge as another index of verbal 
IQ, which is the real factor accounting for comprehension. 
The background knowledge hypothesis says that vocabulary 
knowledge is a secondary index in assimilating schemata. Of 
all the three, it is the knowledge hypothesis which has been 
viewed as being consistent, as suggested by the studies 
carried out so far. 
Keeping in view the schema-theoretic notion of 
reading comprehension, Spiro (1980) has proposed a series of 
61. Johnston op cit 1984: 14 
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"subskills""'^, nhlch have been derived from background 
knowledge. His analysis arrives at the following possibly 
distinct areas: 
1. Schena availability: presence or absence of background 
knowledge. 
2. Schena selection: selection of an appropriate schena to 
arrive at neaning. 
3. Schena naintenanoe: naintalning activation of a 
particular schena while reading a text. 
4. Schena instantiation and refinenent: naking use of the 
selected sohena to refine the existing schenas to forn 
an organized whole. 
Robert J. Tierney and Janes H. Cunninghan (1984)®^ 
have nade a distinction between increasing conprehension 
fron the text and increasing ability to oonprehend fron 
text. The forner reviews the studies which exanine 
teacher's intervention to inprove the student's ability to 
understand or recall. The latter nakes an attenpt to view 
the studies whose goal is to inprove reading conprehension 
studies. 
62. Spiro, R.J. 1980 SCHEMA THEORY AHD READING 
COMPREHENSION: NEW DIRECTIONS 
63. Tierney, R.J. and J. H. Cunninghan "Research on 
Teaching Reading Conprehension" in David Pearson et al 
(eds) HANDBOOK OF READING RESEARCH, 1984: 609 
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2.8.1 Increasing CoBprehens.ion and Learning froB Text 
This includes pre-reading, guided reading, and 
post reading activities. Pre-reading activity attenpts to 
provide a bridge between the text and the reader's prior 
knowledge, k student's lack here is nade up by teaching 
vocabulary as a pre-reading procedure, providing experiences 
or by teaching conceptual framework. Teaching vocabulary is 
viewed as a specialized knowledge development and is 
popularly used in nost reading programnes. Comprehension 
studies using vocabulary as pre-teaching technique have been 
both successful as well as unsuccessful in achieving some 
effect. Some refinements called for are teaching key words 
in the target passage (Beck, Perfetti and McKeown 1982; 
Rameenui, Gamine and Freschi 1982), teaching semantically 
and topically related sets (Beck, Perfetti and McKeown 1982; 
Stevens, 1982), teaching only a few words at a time (Beck, 
Perfetti and McKeown, 1982; Kameenui et al 1982; Stevens, 
1982).^^ 
Research has further pointed out that improving 
background knowledge leads to a significant increase in 
comprehension. (Graves and Cooke, 1980; Graves and Palmer 
1981; Graves, Cooke and La Berge 1983).^^ It remains to be 
64. Tierney and Cunningham QP cJt 1984: 811 
65. Ibid p. 612 
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experimented and seen as to Hhat approach to use in 
developing the background knowledge of learners. 
Another way of inproving is through the use of 
analogy. This has been explored by philosophers and 
psychologists but researchers have only indirectly explored 
analogy's use in reading conprehension. Sone studies 
undertaken here have shown the positive evidence of the use 
of analogy (Ausubel and Fitzgerald, 1961; Hayes and Tierney, 
1982).®^ 
If readers have the necessary background 
knowledge, efforts have to be nade to activate it. This can 
be divided into activities directed to teachers and those 
directed to students. Teacher initiated activities would be 
advance organizers, pretests and prequestions. Students 
directed would deal with student generated questions. 
Advance organizers as proposed by Ausubel (1963, 1966) sets 
out to bridge the gaps between what the reader knows and 
what he needs to know. The problen with advance organizer is 
that specific guidelines have yet to be developed for its 
development. Further, for a single text there may be a 
variety of advance organizer and research needs to establish 
its impact. A hybrid of advance organizer has been referred 
66. Tierney and Cunningham op cit 1984: 613 
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to as structured overview in social soience and science 
classes. Another is the story preview which was used with 
students before reading or learning stories. Oraves and 
Slater (1981)°' concluded that these had a positive effect 
on story comprehension. Another nethod which is not very new 
is the use of pretests and prequestions to increase a 
student's sensitivity. They interact with passages to 
provide differential effects (Richnond, 1976).®® 
The student-centred reading activities differ from 
teacher- directed preactivity in that they encourage student 
response in terms of directing the focus of activity. It 
activates problem- solving behaviour and the desire to use 
ideas and alternatives. Stauffer's DRTA (Directed Reading-
Thinking Activity) is a procedure where purpose setting and 
interaction take place. Another strategy is the request 
procedure by Manzo (1969) where the student poses a number 
of questions based upon his reading. 
Apart from the selected strategies there has been 
little support for student-centred approach.Informal pre-
questioning and discussion are commonly used in classes but 
there is little research which examines this and its effects 
on learning techniques. 
67. Tierney and Cunningham QD oit 1984: 618 
88. Ihid p.618 
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A number of interventions have been used by 
teachers and researchers to influence readers in 
comprehending text. Adjuncts and activities are some 
interventions. Inducing imagery, inserted questions, self 
questioning, oral reading and study guides are fevi such 
activities. 
2.8.2 Increasing ability to Coiq>rehend and Learn from Text 
An Important issue which concerns researchers is 
how far the teacher's intervention assists the learners in 
comprehension. Research lately, has focussed on the 
comprehension strategies which have been divided into two: 
(1) metacomprehension and inference training, 
(2) meeting text based needs of readers. 
These comprehension strategies have been defined 
as "cognitive activities which good readers engage in to 
eg 
foster comprehension." They may include engaging 
background knowledge, goal setting, identifying task 
demands, context evaluation, predicting, self questioning. 
The use of prior knowledge in enhancing 
comprehension has been variously studied. Research has 
indicated the various ways in which students can monitor 
69. Tierney and Cunningham op cit 1984: 830 
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their prior knowledge. Studies by Hansen (1981)'" etc. have 
shown that groups given treatment on background knowledge' 
fared best in recall and in inferencing items. A study by 
71 
Carr (1983)'^ consisting of structured overview, cloze and 
self- monitoring checklist showed an improvement in the 
student's ability to infer passages. 
Metacomprehension research has suggested that 
successful readers are more conscious of the use of 
strategies during reading. A study by Raphael and Pearson 
(1982) examined the usefulness of giving instructions to 
72 
readers. Trained students were seen to surpass the others 
in the quality of their responses to question and in the use 
of question answer strategy. 
Studies have further shown an interrelationship 
between the ability to summarize and to comprehend. A study 
73 by Day (1980) on the effectiveness of summarization to 
facilitate self monitoring showed that students benefitted 
70. Hansen, J. 1981 "The effects of inference training 
and practice on young children's reading 
comprehension", READING RESEARCH QUARTERLY, 16 
71. Tierney and Cunningham, oo-clt 1984: 631 
72. IhJA p. 632 
73. I h M p. 632 
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froB the rules for sunnarization but it varied with the 
differencing ability of the students. Weaker students needed 
to have more explicit training than others. 
Developnental psychologists have examined the role 
of enhancing learning with that of reading comprehension 
instruction. Palincsar's (1982) experiment with the seventh 
grade poor readers, made deliberate control of four 
comprehension strategies, namely, summarizing, self-
questioning, predicting and clarifying unclear text. It was 
seen that students who received strategy training achieved 
70% accuracy by the fifteenth day of their training. 
Thus, increasing comprehension from text and 
increasing ability to comprehend from text remain 
fundamental goals for research on reading and 
comprehension. It is in the nature of text that its 
organization is in the mind of the reader as much as on the 
page. Within limits governed by the text, readers organize 
what they read in the very process of comprehending it. The 
structure of a text is something readers perceive. This 
perception is governed simultaneously by characteristics of 
readers and features of text. The best way to see how and 
why the structure of text is a perceived property is to 
74. IMd, p. 633 
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to asaune the perspective of sohena theory. Sohema-theoretio 
approach views the text as not having meaning in itself- and 
the text as sinply a guide to retrieving information and 
constructing meaning.What a person can know depends on what 
he already knows. What is schema theory? How does schema 
affect comprehension? These are some questions that form the 
basis for the next chapter. 
e^ifi-BTOR m 
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CHAPTER THREE 
SCHEMA THEORY AND READIHO COMPREHEHSION 
3.1 Schema Theory: A Short History 
Reading io not simply the ability to decode words 
but the ability to construct neanlng fron the text. The 
constructlvlst tradition In reading research Initiated by 
Bartlett in the early twentieth century has cognitively 
revolutionized reading conprehenslon. Constructivism, which 
provides a coherent framework for studying the process of 
reading, not only views the reader as an active participant 
in the meaning-making process,but also makes him a part of 
'cognitive revolution' In which he builds a mental 
representation from textual cues by organizing, selecting, 
and connecting context. The major accomplishment of the 
cognitive revolution, according to Qardner (1985) has been 
to demonstrate in clear terms "...the validity of positing a 
mental representation; a set of constructs that can be 
invoked for the explanation of cognitive phenomena, ranging 
from visual perception to story comprehension. Where forty 
years ago, at the height of the behaviorist era, few 
1. Gardner, H. 1985 THE HIHD'S NEW SCIENCE cited Nancy 
Nelson Splvey, "Construing Constructivism: Reading 
Research in the United States'. POETICS, 16, 1987: 189 
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scientists dared to speak of schenas, inages, rules, 
iT-snsformations,and other mental structures and operations, 
these representational assunptions are now taken for granted 
and permeate the cognitive sciences." The cognitive 
revolution in the process of reading in the broad framework 
of the contructivist tradition has received support from 
interdisciplinary researches involving disciplines like 
psychology, linguistics, artificial intelligence and 
education. 
The term schema dates itself to Kant (1787) who 
first developed the idea of general schemata as experiences 
of people collected together in the from of common elements 
in memory. Further, since these common elements identify 
categories of experiences, they also allow the synthesis of 
abstract knowledge that represents the category. Adopting 
Kantian's view of schemata. Head (1920), a neurologist, 
stated that anything entering consciousness is "charged with 
its relation to something that has gone before." Even 
Woodworth's (1938) observation that the process of 
2. Thorndyke, P.W. and F.R. Yekovich "A critique of 
Schema-based theories of Human story memory." POETICS, 
9, 1980: 25 
3. IhM, p. 25 
eo 
renonboring involves the "revival of one's own experiences"^ 
runs on the almilur lines. 
Although as an explanatory conoept the term schena 
has been in use in psychology for well over fifty years,the 
different branches of psychology gave different neanings to 
the schena concept. For exanple, for Gestalt psychologists, 
the concept of abstract schenata proved useful in describing 
neaiory for perceptual infomation. 
The Gestalt novenent, which was a reaction 
against the Zeitgeist novenent which believed that enotion, 
perception, and thought could be resolved into elemental 
sensations, laid emphasis on the holistic approach. The 
insight of the Gestalt psychologists was that the properties 
of a whole experience can not be inferred from its parts. 
They stressed the mental organization as a * dynamic' process 
where organization could be externally unaided. 
Applying the gestalt ideas to visual perception, 
Wulf (1922/1938)^ experimented on the memory of geometric 
Thorndyke and Yekovich OP cit 1980: 25 
Hulf F. 1938, cited in Richard C. Anderson and P. David 
Pearson, "A Schema-theoretic view of basic processes in 
reading comprehension" in Patricia L. Carrell, Joanne 
Devine and David E. Eskey <eds.), IHTERACTIVB 
APPROACHES TO SECOHD LANGUAGE READING, 1988: 39 
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deeiigns on his subjects. An intorval of a day and a week 
produced changes in the recall in his subjects which he 
labelled as 'leveling' and 'sharpening'. The forner neant 
smoothening an irregularity, while the latter neant 
emphasizing or exaggerating a salient feature. His results, 
explained in the following terns, nake an explicit 
reference to schema; "In addition to, or even instead of, 
purely visual data there were also general types or schemata 
in terms of which the subject constructed his responses... 
The schema itself becomes with time ever more dominant; 
visual imagery of the original disappears...details 
contained in the original are forgotten and incorrectly 
reproduced, yet even the last reproduction will usually show 
a steady progress towards representation of the type or 
schema originally conceived." 
The developmental psychologists like Piaget 
(1926), particularly in his early works, used schemata to 
describe the creation and developmental change in cognitive 
structures. Bartlett is usually acknowledged as the first 
one to use schemata for describing story recall. In his 
classic book REMEMBERING he proposed the notion of schena to 
6. Anderson and Pearson op cit. 1988: 39 
7. Piaget, J. 1926. THE LAHGUAGE AHD THOUGHT OF THE CHILD, 
cited in Thorndyke and Yekovich, op oit. 1980; 25 
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signify a hypothetical cognitive structure that was "...an 
active organization of past reactions or experiences, which 
nust always be supposed to be operating in a well organized 
organic response. That is, whenever there is an order or 
regularity to behaviour, a particular response is possible 
because it la related to Binllar reaponses, which have been 
aerially organized, yet which operate not aa individual 
members coming one after another but as a unitary mass."° 
His study in the recall of "The War of the Ghosts," a North 
American Indian folk tale, is significant. He studied his 
subject's written recall of this text for deviations from 
the original materials and observed significant changes in 
the form of modifications, regroupings, and simplications. 
This study of written recall is not something new. Earlier 
researchers (Binet and Henri 1894; Henderson 1903; Philippe 
Q 
1897) have also used similar methods, but it was Bartlett 
who must be credited for giving a contructlvist explanation 
for the transformation that occurred in a recall. Although 
Bartlett makes explicit reference to gchema in his 
REMEMBERING, he remains vague when it comes to describing 
8. Bartlett F. 1932, REMEMBERING: A STUDY IN EXPERIMENTAL 
AND SOCIAL PSYHCOLOGY, cited in Spivey QD cit. 1987: 
171 
9. Ibid p. 170 
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how schenata works. Going by his confession, Bartlett has 
indeed admitted that "I wish I know exactly how it was 
done."10 
Bartlett's use of such phrases like "active 
organization", "nental set", "past experiences", etc. in the 
context of renembering and oonconitantly reproduction of 
memory, explicitly or implicitly, bear a close resemblance 
with AuBubel, although Ausubel has himself emphatically 
denied such intellectual debts. David P. Ausubel, a major 
figure in the history of education and psychology, has made 
a direct influence on the thinking of the current generation 
of educational research workers. According to him, in 
meaningful learning, already known general ideas (or "past 
reactions or experiences" of Bartlett) will "subsume" or 
"anchor" the new particular propositions found in texts only 
when they are stable, clear, and discernible from other 
ideas. In the absence of these conditions or if the reader's 
grasp of the required knowledge is shaky, an "advance 
organizer" may be introduced which is simply "a statement 
written in abstract, inclusive terms deliberately introduced 
before a text and intended to provide a conceptual b'ridge 
10. Bartlett, F. 1932 cited in Anderson and Pearson, 
OP clt. 1988: 39 
11. Ausubel, D.P. 1978: "In defense of Advance organizers: 
A reply to the critics," REVIEW OF EDUCATIONAL 
RESEARCH, 48 
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between what the reader already knows and the propositions 
12 in the text." Although Ausubel has not called his theory a 
schema theory, it clearly is. 
Advances in the areas of cognitive science and 
artificial intelligence revolutionized our conception of 
how human process information and, thus, added encouraged to 
a full-fledged development of schema theory as a model for 
representing how knowledge is stored in human memory. 
3.2 Definition of Schema 
Specialists in artificial intelligence, cognitive 
psychologists, and linguists began emphasizing upon the 
constructivist theory for studying the process of reading. A 
new set of formalism for analyzing language comprehension 
emerged, which held the notion that meaning does not lie in 
the text and that linguistic inputs merely provide cues that 
readers use alongwith their knowledge of the world, 
background experiences, percepts, artifacts, etc. to 
construct meaning. Efforts to understand the previously 
existing knowledge structure led to a renewed interest in 
the definition and expansion of 'schema theory' and related 
ideas. 
12. Ausubel, 1963 cited in Anderson and Pearson op cit 
1988: 41 
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Schemata (the singular is schena) are theorised to 
be abstract knowledge structures or data structures for 
representing generic concepts stored in nenory that have 
been abstracted by induction fron experience. It is abstract 
in the sense that "it sunnarizes what is known about a 
variety of cases that differ in nany particulars" and it is 
structured in the sense that "it represents the 
relationships anong its oonponent parts."^^ Hierarchical in 
nature, a schena has consistent variables that become slots 
to fill, or instantiate in learning. ^  
Several terms have been used to designate abstract 
knowledge and memory structures. Inspired by the work of 
Bartlett, researchers have extended and formalized his ideas 
by modelling the knowledge structures underlying memory for 
story information. Thus the term schemata have been called 
as "building blocks of cognition" and "the fundamental 
elements upon which all information processing depends" by 
1 s Rumelhart (1980) or "macrostructures" by Kinstch and van 
13. Anderson and Pearson QD cit. 1988: 42 
14. Spivey op cit. 1987: 171 
15. Rumelhart D.E. "Schemata: The building blocks of 
cognition' in R.J. Spiro, B.C.Bruce and H.F.Brewer 
(eds.), THEORETICAL ISSUES IN READING COMPREHENSION, 
1980: 33 
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Diyi (i.C70)-^ because of their significant roles in 
discourse conprehension and nenory. Sohenata as theoretical 
constructs have been designated by Minsky (1975)^^, Schank 
and Abelson (1877)^^, Tannen (1978)^^, Warren, Nicholas and 
Trabasso (1979)2°, and Schank (1980)21 as "frames", 
"scripts, plans and goals", "expectations", "event •. chains", 
and "memory organization packets", respectively, to 
represent knowledge of complex situations, events, and 
concepts which are operative in the area of artificial 
intelligence. 
16. Kinstch, }H. and T.A. van Dijk 1978. "Towards a model of 
text comprehension and production," cited in David A. 
Hayes and Robert J. Tierney "Developing readers 
knowledge through analogy," READING RESEARCH QUARTERLY, 
17,2, 1982: 261 
17. Minsky, H. 1975. "A framework for representing 
knowledge" cited in Spivey, op cit, 1987: 171 
18. Schank R.C. and R.P. Abelson 1977. "SCRIPTS, PLANS, 
GOALS AND UNDERSTANDING: AN INQUIRY INTO HUMAN 
KNOWLEDGE STRUCTURES," Ibid, P. 171 
19. Tannen, D. "The effects of expectations on 
conversation," DISCOURSE PROCESSES 1(2), 1978: 203-209 
20. Warren, W.H., D.W. Nicholas and T. Trabasso, "Event 
chains and inferences in understanding narratives," 
R.O. Freedle (ed) NEW DIRECTIONS IN DISCOURSE 
PROCESSING, 1979: 23-52 
21. Schank, R.C, "Language and Memory," COGNITIVE SCIENCE, 
4, 1980: 243-284 
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3.3 Types of Scheraa 
Schema theory has fornalized the role of 
background knowledge in language conprehension. 
Comprehension consists of an interaction between the 
resources of the reader and the characteristics of the text 
and efficient comprehension is said to take place if there 
is a match between the two. To quote Anderson et al.: "Every 
act of comprehension involves one's knowledge of the world 
as well. •'*''' Interaction between the reader and the text 
shifts along a continuun from reader-based (characteristics 
of the reader that influence performance) to text-based 
(structural features of the text that affect reading 
performance) processing. When the text is familiar, the 
emphasis shifts towards reader-based processing. This 
results in greater recall of meaning, partly because prior 
knowledge structures assimilate information embedded in the 
text. The unfamiliar text, on the other hand, makes 
processing become text-based. This renders less efficiency 
in the recall of meaning, partly because the reader has to 
create knowledge structures for assimilating information by 
using different strategies like the use of analogues. 
22. Anderson, R.C. 1977. in R.J.Spiro and W.E. Montague 
(eds.), 1977, SCHOOLIHG AHD THE ACQUISITION OF 
KHOWLEDGE, Patricia L. Carrell and Joan C. Eisterhold, 
1983 "Schema theory and ESL reading pedadogy" TESOL 
QUARTERLY, 17.4 
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netaphors. Inferences and sunnarizatlon rules, concept 
formation processes, netacognltlve processes, etc. 
Emanating fron this range of continuun are the two 
broad types of schena, nanely content schena and fornal 
schema. Although these types of schema have been well 
differentiated by the various scholars, there are some 
studies which have apparently confounded the two schemata 
and have failed to distinguish between then.^ *' 
3.3.1 A content schema is defined by "the reader's world 
knowledge" or "knowledge relative to the content 
25 domain of the text."***^  Use of content schema in the 
processing and selection of important information from 
a given text has been investigated in four major lines 
of research , namely: 
23. For more extensive discussion on the problems of 
confounding one may look up P.L. Carrell 1983 "Some 
issues in studying the role of schemata or background 
knowledge, in second language comprehension," READIHO 
IH A FOREIQH LANGUAGE, 1 
24. Ohlhausen, M.M. and CM. Roller "The operation of text 
structure and content schemata in isolation and in 
interaction," READIHG RESEARCH QUARTERLY, 23,1, 
1988: 71 
25. Carrell, P.L. "Content and formal schemata in ESL 
Reading." TESOL QUARTERLY, 21.3. 1987: 481 
26. Ohlhausen and Roller, OD cit. 1988: 72 
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<a) studies using difficult or anbiguous passages to 
show that interpretation of content is dependent 
upon prior knowledge; 
(b) studies using culture-sensitive passages which 
denonstrate the importance of one's cultural 
background (or "cultural sohenata") in the 
interpretation of a text; 
(c) studies involving experts and novices to show that 
both the anount and the structures of prior 
knowledge influence passage interpretation and 
task performance; and 
(d) studies in Artificial Intelligence which support 
the importance of domain-specific knowledge in 
learning and reasoning tasks. 
3.3.2 A formal schema is defined as "knowledge relative to 
the formal, rhetorical organizational structures of 
different types of texts".^^ This knowledge of 
organizational structures of text has also been 
referred to as "text structure schema" which includes 
"the reader's knowledge of how authors structure their 
ideas- as a narrative or as one of several types of 
exposition (namely) comparison, problem/solution, 
description or causation."'^ (Thus text structure 
27. Carrell, op cit 1987: 461 
28. Ohlhausen and Roller OP cit 1988: 72 
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schema oay encompass both the "author's schena" and the 
"story schena" or "story granmar"). 
Researchers have shown varied results In the use 
of text structure or formal schena for processing and 
selecting infornation depending upon the reader-based or the 
text-based factors in processing. For example, studies 
investigating text-based factors have shown that there are 
structural features of the text that operate independently 
of the content of the text or certain rhetorical structures 
have proven easier to read and recall than others. 
Carrell has made interesting observations with 
regard to the use of formal schema on reading in ESL by 
taking both narrative and expository texts. Her study on the 
effects of a simple narrative formal schema in ESL reading 
has shown "differences anong ESL readers in the quantity and 
temporal sequences of the recall between standard and 
interleaved versions of simple stories."*^" While the 
quantity of recall enhanced when the story's rhetorical 
organization conformed to a simple schema story, violation 
of the story schena altered the temporal sequencing of the 
recall. That is, the "temporal sequencing of the reader's 
29. Ohlhausen and Roller have dealt with both text-based 
and reader-based factors in detail. 
30. Carrell op cit 1987: 463 
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recalls tended to reflect the story schenata order rather 
than the temporal order of presentation in the story."^^ Her 
study on the effects of expository formal schema has also 
indicated differences in the reading recall of ESL readers 
of various native language backgrounds. 
3.4 Attributes of Schena 
Inspite of categorization of schenata according to 
their form and content, there are several common assumptions 
that underlie the various formulations of schema theory. 
These underlying commonalities include five putative 
•so 
properties or attributes of schemata which are as 
following: 
3.4.1 Conceptual Abstraction: 
There is a prototypical abstraction of the concept 
represented by a schema. This abstraction encodes the 
constituent properties that define a typical instance of its 
referent. The constituent properties may consist of 
perceptual features, states or events in the world, or other 
schemata. Depending upon the abstraction, the schemas 
vary. Some schemas are very concrete and specific, whereas 
others are vague and abstract. For example, concepts like 
31. Carrell, op cit 1987: 463 
32. Thorndyke and Yekovich op cit 1980: 27-29 
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Anipal> manmal. Qfut represent anlnal beings, but the schena 
for each of these concepts vary in terns of abstractions. 
Aniaal is nore abstract than nannal, aappal is nore abstract 
than dog. 
3.4.2 Heirarchical Organization: 
Scehmas nay enbed within one another in a 
heirarchical fashion. The heirarchy relates concepts of 
different degrees of specificity. For exanple, schema for a 
birthday party and a nore general PARTY nay have nany of the 
sane properties but the properties of the birthday party are 
more precisely deternined than for the generic party. 
3.4.3 Instantiation: 
The process of natching inputs or inconing 
information slots in the schena is called instantiation of 
the schema. For example, in a sentence: "John's birthday 
party was great. He appreciated both the cake nnd the new 
sweater". instantiation would pernit us to assume that 
the cake was John's birthday cake and the sweater was his 
present. 
3.4.4 Prediction: 
Inconplete infornation becone neaningful through 
reasoning. This reasoning takes the forn of expectations 
33. Example, for elaboration, has been taken from 
Thorndyke and Yekovich, op cit 1980: 28 
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about infornation we expect to obtain to fill the slots in 
the currently active schena. Such predictions help us 
interpret the inconing infornation and also support 
inferential processes that match input to expectations, as 
In the ounrt of attributing auaatflr to birthday prnnwnt. 
3.4.5 Induction: 
Schenata are forned by induction from numerous 
previous experiences with various exemplars of the generic 
concept. This is an ongoing process- as we accumulate 
additional experiences with a concept, our expectations for 
the expected properties of the concept become more clearly 
defined. All these consequently lead to successive 
refinement of the developed schemata. For example, returning 
to BIRTHDAY PARTY example for illustrating this ongoing 
process, our repeated participation at birthday parties over 
the years would lead us to develop and modify our knowledge 
of party formats and traditions. 
3.5 Functions of Schema 
The utilization of schema can be sub-divided into 
two basic processes, namely, schema identification and 
schema application. Schema identification is a data-
driven pattern recognition process in which the comprehender 
34. Graesser, A.C. PROSE COMPREHENSIOH BEYOHD THE 
WORD, 1981: 33 
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accrues enough Infornatlon to Identify a particular schena 
as being relevant fron the previous conceptual elaborations. 
Schena is essentially activated by infornation that is 
available to the conprehender dust before the schena is 
identified. Inasnuch as all the sohenas in long-tern nenory 
are waiting to be identified and called for duty at the 
appropriate nonents by the infornation that has been 
accrued, they have been conpared to the denona that have 
been introduced in the theories of pattern recognition. 
Certain factors have been said to influence the 
course of schena identification, the first of which is the 
goodness-of-fit, and the second one is the anount of 
infornation that accunulates. Goodness-of-fit identifies 
relevant schena if there is a good natch between the target 
schena and the infornation that has been accrued. Anbiguity 
would occur if nore than one schena were to provide a good 
natch. A second factor helps the identification beoone 
easier because as the infornation increases, the 
infornational array becones nore distinct and the chances of 
alternative schenas get reduced, thus leading to smooth 
deternining of the target schena. 
Schema theorists have identified a number of 
processes with which a schena proceeds during schena 
75 
application (Adans and Collins i£79; Bobsrow and L^ onaan 1875^ 
Bregman 1977, Minsky 1975, Ortony 1978; Rumolhart and 
Ortony 1977, Schank and Abolson 1977). In the process of 
schema application, the first function of a schema is to 
provide the background knowledge that is needed for 
interpreting a specific input relevant to the schema. This 
background knowledge, as discussed earlier, is a necessary 
condition to understand a specific event. 
As a second function schema provides the 
36 background knowledge needed for generating inferences. The 
process of comprehension takes into account a configuration 
of inferences where the source is not always provided by 
linguistic knowledge. To quote Graesser's examples for 
elaboration, "In the predominant reading of the sentence ti 
policeman held up his hand and stopped the siar the 
37 comprehender may draw a large number of inferences....' 
Specific schemas are, therefore, needed in order to generate 
different inferences. 
A schema is also expected to generate 
expectations.^® Schank and Abelson's (1977) reference^ to 
35. Graesser OP cit 1981: 33 
38. Ihid, p.34 
37. IMd, p.35. 
38. Ikid, p.34. 
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schemata as 'scripts, plans and goals' or Tannen's reference 
to schemata as * expectations' can be seen as closely 
resenbling to expectations used in the present context. Once 
a schema has been identified, it is the content of the 
schema that provides the knowledge needed for the 
comprehender to expect and predict future events. 
As a fourth function schenas have also been said 
to guide the comprehender's attention and two ways have 
been suggested as to how they do it. First, attention is 
directed to those regions where schema is expected to 
actively participate. It issues command to test where schema 
elements are expected to be present and in case it is 
missing, attention is fixed on the area where the part, may 
be absent. 
On the other hand, attention is also likely to be 
directed to parts deviating from the schema and this may be 
observed in either the deletion of the schema or the 
insertion of atypical information. 
Another function of the schema is the correction 
and adjustment that it makes while receiving the feedback 
about previous actions and consequences of these actions. 
39. Graesser no nit 1981: 34 
40. IMd, p.34 
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They perceive and nonitor the outcone of the thought 
processes and also execute connands which in a nunber of 
cases depends on the context and feedback. 
Schenas, therefore, are viewed as potential 
knowledge structures which instigate interpretations, 
inferences, expectations, attention, feedback, etc. Anderson 
and Pichert <1978) have sought to explore how a reader's 
schena affects learning and renenberlng of information and 
ideas in a text. They have proposed six functions which are 
as follows : 
Firstly, schena is said to provide ideational 
scaffolding for text assimilation which means that it 
provides a slot for the information in a text. 
Secondly, it facilitates selected allocation of 
attention by providing part of the knowledge for 
comprehension. 
Thirdly, schema enables inferential elaboration, 
for no text is completely explicit and, therefore, it 
requires the reader's efforts in order to go beyond the 
literal information thus provided. 
41. Anderson, R.C. and J.W. Pichert "Recall of previously 
unrecallable information following a shift in 
perspective", dited in R.C. Anderson "Role of the 
reader's schema in comprehension, learningand-Jwaftory," 
in Singer and Ruddell (eds) THEORETIC^^Iid^L^^^^ 
PROCESSES OF READIHG, 1985: 376 ' /w^^' "^-T'N 
I \ 'T^ - U 7 K -y ;« 
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The fourth function of a sohena allows for orderly 
searches of memory by providing certain views as to the type 
of Information needed. 
The fifth function of a schema is editing and 
summarizing the information by including the significant 
proponitionB end omit^ tlng th« trivial onun. 
Lastly, schema deals with inferential 
reconstruction by helping in generating hypotheses about the 
missing information. An indirect reference about any aspect 
may trigger off certain relevant details thereby 
substantiating the missing information. 
Schema functions as an important knowledge bank 
for the reader and it is therefore important that it is 
activated and assimilated in order to assist in the reading 
process. 
3.6 Schema Activation and AsslHllation 
Rumelhart and Herman (1978^2^ 1978^^) talk of 
three basic modes of learning or producing new schemas. 
42. Rumelhart. D.E. and D.A. Herman 1976 ACCRETIOH, TUHIHQ 
AHD RESTRUCTURIHQ, cited in Gordon, C.J. and B.J. 
Rennie, "Restructuring content schemata: An 
intervention study", READIHG RESEARCH AND INSTRUCTION, 
28.3, 1987: 183 
43. Rumelhart, D.E. and D.A. Norman, 1978 "Accretion, 
tuning and restructuring: Three modes of learning" 
cited in Ibid, 1987: 163 
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The first node of learning is accretion which 
involves the addition of new data or infornation to the 
existing scheaata without changing the already present 
organization. Rumelhart and Horman are of the opinion that 
augmentation in the existing schena occurs through the 
normal process of information processing into some memory 
unit with the structure Itself remaining unchanged. This 
process of accretion and retrieval is, therefore, a step 
towards the process of learning. 
The second mode of learning, which has been 
labelled as fine tuning, involves modification in the 
categories of interpretation where the basic structure of 
schema remains unchanged. The variables subject to 
modification are done with a view to improving accuracy, 
generalization, specificity and determination of default 
values. 
Restructuring, which is the third mode of 
learninig, can occur in two ways. Hew schema may be monitored 
here for the unfamiliar information, or the existing schema 
may be restructured. In case the latter does not take place, 
new schema is created for the understanding of the existing 
knowledge. Restructuring then, takes place only after a 
considerable lapse of time and effort. 
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The patterning of new schema on an old one, 
referred to as 'pattern generation', could occur in many 
ways. The creation of new schema could take place by 
generating the old one or by modifying the old one. New 
schema in the second instance could be induced by schema 
induction where configuration of sentences occurring 
spatially or temporaly lead to the formation of a new 
schema. 
Theories concerning schema, have looked into the 
aspect of activating the existing schema and into activating 
prior knowledge in the reading process (Adams and Collins 
1979'*^; Rumelhart 1980'^^). Some of the strategies suggested 
for activating the existing schemata are the use of 
analogies, personal anecdotes, etc. 
The activation of prior knowledge has differed 
variously by either providing contextual clues to activate 
schema, or by locating subjects with different pre-existing 
orientations, or by specifying subjects with varji-ing 
4B knowlridge nbout a topic. 
44. Adams, H.J. and A. Collins 1979. "A schema-theoretic 
view of reading", in Freedle (ed) op cit 1979 
45. Rumelhart OP cit 1980 
46. Gordon and Rennie op cit. 1987: 185 
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" " » regard to asolnilation of now information, 
n::.ny tstudloB which have supported the beneficial effects of 
prior knowledge and cultural scemata, have also been 
concerned with situations in which the reader is assumed to 
spontaneously assimilate new information. There were some 
studies which tried to look into determining whether direct 
teaching of background knowledge on a topic would have any 
useful effects on reading passages. Gordon (1980) in his 
study on elementary school children demonstrated how adding 
relevant facts to the knowledge base would make a 
difference. The relevance of the new information to the 
target story was not stated to the subjects. The results 
showed that addition of knowledge base without causing 
structural changes in the existing schemata proved 
beneficial to the inferencing process. 
Stevens (1982) demonstrated in a schema 
availability study how students who had been given the 
background information were able to comprehend better 
through the ideational scaffolding. 
47. Gordon, C.J. 1980. "The effects of instruction in meta 
comprehension and inferencing on children's 
comprehension abilities" cited in Gordon and Rennie 
QP cit 1987: 165 
48. Stevens, R.C. 1982, "Can we improve reading by teaching 
background information?" JOURNAL OF READING, 25 
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Schema theorists have almost unanimously used 
experiments supporting the need for the activation of pre-
existing schemata. Due to the knowledge gaps, it becomes 
necessary at times to help readers in developing new 
schemata or in developing more refined ones. This is in 
consistent with Ausubel's 'theory of advance organizer'. 
David P. Ausubel, an eminent educationist and psychologist, 
has influenced the current educational research workers 
immensely. His thinking can be traced to the time of 
Bartlett and Qeotalt psychologists, which, however, he 
denies.'*^ 
Ausubel (Ausubel 1983;^^, Ausubel and Robinson 
CI 
1969 ) specifies that meaningful learning takes place when 
the general ideas support the specific propositions in the 
text. This can be effective if the existing ideas are 
sound, clear and relevant to the required material. At other 
times, the text itself may be quite clear and comprehensible. 
49. Ausubel op cit 1978 
50. Ausubel, D.P. 1983, THE PSYCHOLOGY OF MRAHINGFUL 
VERBAL LEARNIHQ, cited in Anderson and Pearson, op cit 
1988:40 
51. Ausubel. D.P. and F.G. Robinson. 1989. SCHOOL LEARHING, 
cited in Anderson and Pearson IhJA 1988: 40 
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If, however, these two funotiona fall then Aucsubel ouggeats 
the use of 'advance organizers'. This has been elucidated in 
the following terms by Anderson and Pearson as: "An advance 
organizer is a statenent written in abstract, inclusive 
terms deliberately introduced before a text and intended to 
provide a conceptual bridge between what the reader already 
knows and the propositions in the text that it is hoped he 
will understand and learn."^^ 
Ausubel has not termed this as schema theory and 
this was to come later as a study of human cognition. 
Anderson and Pearson (1981) have in their discussion talked 
of the schema needed for ship christening. According to 
them, a person's knowledge of this can be analyzed into 
different slots or variables which are instantiated when the 
schema is activated. Even if it is assumed that schema 
activation gives rise to thoughts connec^ ted with the slots, 
this cannot be necessarily reversed. In trying to draw a 
ootineotion between ship christening and a celebrity, it is 
more likely that the mention of ship christening would 
trigger off the slot of celebrity than the other way round. 
The reason here would be that the celebrity would be the 
component of many schema of which ship-christening would not 
be the prominent one. 
52. Anderson and Pearson op cit 1988: 41 
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Cartain aoounptlonB which have ©volvod here are 
that oome components have a higher probability of bringing 
to nind the schena and therefore, a higher diagnostic value. 
The other assunption is that the activation of two or more 
oohoma ocmpoiients In all likolihood would set off In notion 
the recall of the entire schema. Ross and Bower (1981)°^ had 
worked out a formal experimental version of the schema 
activation which had been experimented. One of the 
experiments had 80 subjects who studied sets of 40 words, 
each related to similar schema. They then attempted to 
recall the words along with the given cue. This gave a good 
account of the recall pattern and it was rated higher than 
a model based on S-R learning theory and traditional 
associationism. 
Schema theorists have been almost unanimous in 
emphasizing the ^nonarbitary nature of knowledge'. John 
Bransford (1983)^^ has stressed that the drawing of the 
relation of a component to the whole schema is an essential 
condition of the comprehension theory. It was observed that 
53. Ross, B.H. and G.H.Bower 1981. "Comparisons of models 
of associative recall," cited in Anderson and Pearson 
OP Git 1988: 44 
54. Bransford, J. 1983, "Schema-activation - schema 
acquisition" IMd 1988: 47 
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recall of core sentences inproved when the core sentences 
were elaborated. Strong evidence showing the benefits of 
integrating arbitrary infornation under the schema theory 
has been presented by Snith, Adams and Schorr (1978)^^. 
It is important at this point to prob© into how 
schema may be modified to assimilate Information which may 
be new. Put simply, schema may be modified by people by 
being given some new information related to the already 
stored concepts. A person may check to make sure of the 
consistency of the new schema with the old and whether there 
is any need for this change or not. Lipson (1983) ° 
suggests that young readers would reject text information 
which does not accrue to their previous information. A 
source of data for schema change and development is 
experience with particular cases. But the question of how 
has intrigued scholars since ancient times, and it was 
generally assumed that people make inductive generalizations 
based on certain perceptible functions. Recent theories talk 
of inferential heuristics and generalizations from a few 
cases. This calls for questioning the relationship between 
55. Smith, E.E., H.Adams and D.Schorr,1978. "Fact retrieval 
and the paradox of interference." cited in Anderson and 
Pearson op cit 1988: 47 
56. Lipson, H.Y. 1983. "The influence of religious 
affiliation on children's memory for test information," 
READIHG RESEARCH QUARTERLY 18 
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the knowledge enbodied in schemata and the knowledge of 
particular scenes or happenings. One attractive theory, as 
an answer' to it, is that a schena includes just the 
propositions that are true of any menber of a class. 
In this context Collins and Quillian (1989)^'' 
proposed additional interesting assunptions and, therefore, 
suggested that for reasons of 'cognitive economy' the 
general case is not included in the particular ones. They 
theorized that knowledge division can be viewed semantically 
where each concept would have certain assumptions. They 
further stated that human memory is not infinite and that it 
should be beneficial to store information at some inclusive 
levels in their knowledge. The issue of concept analysis, 
however, has come under attack in recent years. Wittgenstein 
(1953)^® spelt out that it would be difficult to specify the 
necessary features of concepts. Putnam (1975; Kripke 
1972)"" have asserted how features which are considered 
57. Collins, A.M. and M.R. Quillian 1989. "Retrieval time 
from semantic memory', cited in Anderson and Pearson 
OP cit 1988: 48 
58. Wittgenstein, L. 1953. PHILOSOPHICAL INVESTIGATIONS, 
Ihid, 1988: 51 
59. Putnam, H. 1975. "The meaning of 'meaning'", liiid. 1988: 
51 
60. Kripke, S. 1972. "Naming and necessity" Ihld, 1988:*51 
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necessary would really be characteristic features. If this 
is taken as true then the theory of knowledge consisting of 
summaries of particular case would become redundant. This 
would also lead to giving importance to the role of memory 
for making specific calculations based on what is known for 
particular concepts. Therefore, it was concluded that the 
role of inference is a major one in schema activation and 
language comprehension requires reliance on particular and 
general schema. In this process of inferencing it would be 
worth pondering into the effects of prior knowledge and 
cultural schemata on the comprehension of readers. 
3.7 Prior Rnonledge and Comprehension 
One clearly articulated claim in the literature on 
comprehension is that prior knowledge facilitates 
comprehension. The importance of prior knowledge has been 
established by a number of researchers and the different 
models of reading have also emphasized its importance. In 
R1 the words of Adams and Bruce (1980) "In fact, reading 
comprehension involves the construction of ideas out of 
preexisting concepts. A more correct statement of the role 
of background knowledge would be that comprehension is the 
use of prior knowledge to create new knowledge. Without 
prior knowledge, a complex subject, such as a text, is not 
61. Adams,H.J. and B. Bruce, BACKGROUND KNOWLEDGE AND 
READING COMPREHENSION, 1980: 37 
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just difficult to interpret; strictly speaking, it is 
meaningless." 
Studies ascertaining the importance of prior 
knowledge in comprehension and recall have evolved along 
several lines. The materials used in these studies have 
ranged from ambiguous passages (Bransford and Johnson 1972) 
to specifically constructed passages (Carrell 1983), to 
ordinary children's materials (Pearson, Hansen and Gordon 
1979). 
By using ambiguous passages- a Balloon Serenade 
passage and a Hashing Clothes passage- Bransford and 
62 Johnson's (1972) experiments demonstrated that subjects 
who received background information before listening to a 
passage understood it better than those who did not get the 
background information. 
Connecting the background information with correct 
passage reading, Pearson et al (1979) investigated its 
applicability to grade school readers using "natural" texts. 
After testing the second grade students of their background 
62. Bransford, J.D. and H.K. Johnson 1972 "Contextual 
prerequisites for understanding: Some investigations of 
comprehension and recall," JOURNAL OF VERBAL LEARNING 
AND VERBAL BEHAVIOUR, 11 
63. Pearson, P.D., J. Hansen and C.J. Gordon 1979 THE 
EFFECT OF BACKGROUND KNOWLEDGE ON YOUNG CHILDREN'S 
COMPREHENSION OF EXPLICIT AND IMPLICIT INFORMATION 
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knowledge of spiders, they were given a passage to read 
about them. Those who had the background knowledge of 
spiders prior to reading the passage read it significantly 
better compared to those who did not have. 
Carrell's (1983) results have been slightly 
different from the other studies. In her experiments on 
native (English) and non-native (ESL) readers she adapted 
Bransford and Johnson's materials and procedures. She broke 
down background knowledge into three components, namely 
familiarity, context and transparency, and operationalized 
each one them in the following way- familiarity by 
designating Balloon Serenade and Washing Clothes as 
unfamiliar and familiar, respectively, context as seeing or 
not seeing a picture, and transparency by choosing content 
words which did or didnot reveal the content area. Her 
results indicated that "unlike native speakers for whom all 
three components of background knowledge play a significant 
role in reading, understanding and recalling a text, non 
native readers show virtually no significant effects of 
background knowledge. Further, also unlike native readers, 
non native readers appear not to have a good sense of how 
C A 
easy or difficult a text is for them to understand." 
64. Carrell, P.L. "Three components of background knowledge 
in reading comprehension," LAHGUAGE LEARHIHG, 33.2, 
1983: 183 
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Roller and Matambo (1992) in their experiment, 
which tried to explore Zinbabwoan bilingual reader's use of 
background knowledge in reading comprehension, reported that 
familiarity and context of the background do improve 
comprehension considerably. 
Notwithstanding the claim that prior knowledge is 
important for comprehension, the question that has intrigued 
some theorists is that "what happens when students 
independently develop background information through the 
reading process itself?""" 
Following this line of investigation Grafton 
R7 (1983) sought to answer two questions in this regard. The 
first one was to see how the feedback differ in content and 
organization when high school children read two texts that 
were and were not topically related, and the soond one was 
to see the difference in processing of these texts. It was 
noted that the experimental group focussed on the larger 
65. Roller, C.H. and A.R. Hatambo 1992 "Bilingual reader's 
use of background knowledge in learning from text," 
TESOL QUARTERLY, 28.1 
66. Gordon, and Rennie OP cit 1987: 166 
67. Grafton, L.K. 1983 "Learning from reading: What happens 
when students generate their own background 
information?" JOURNAL OF READING 7 
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units of the text in reading. Texts which had related 
topics, generated more inference and personal involvement in 
reading. The retellings of two different readings differed 
both in content and organization. The study, therefore, 
supported the common view of reading as a natural knowledge 
generating activity in which readers incorporate new 
information for schema development. Reading, therefore, can 
become an effective tool for the readers to generate or 
develop their own background information. 
Recent studies have focussed their attention on 
how far texts compatible or incompatible with a reader's 
background, display changes in reading comprehension. 
Lipson (1982) in this regard found out that children with 
no prior knowledge about a topic are more susceptible to all 
what is stated in a text. Research has also focussed on 
situations in which schemata are restructured (Lipson 1983; 
Spiro 1980)^^. Maria's (1981)'° study was concerned with 
restructuring schemata by presenting children with texts 
containing information which was contradictory to their 
68. Lipson, M.Y. 1982, "Learning new information from text: 
The role of prior knowledge and reading ability", 
cited in Gordon and Rennie op cit 1987: 167 
69. Gordon and Rennie IhJA 1987: 167 
70. Maria K. 1981 PRIOR KHOWLEDGE AS A HAHDICAPPING 
CONDITION, Tbid 1987: 167 
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knowledge. The texts involved comnon misconceptions about 
topics in science and social studies. For those subjects 
that shared a particular misconception, Maria attempted to 
restructure their knowledge by refuting the misconception. 
7 1 In an another study, Haria and HacQinitie (1984) 
prefaced reading of the text by some instructional procedure 
in a class discussion and clarifications of certain 
misconcpetion. Children were then asked to write a paragraph 
reflecting the misconception. Preliminary findings suggested 
that the sequence of presentation or structure had an effect 
on the process of reportation. These studies reveal how in 
cases where incompatibility exists between prior knowledge 
and a text, it was the former which was more likely to 
overrule. 
This view has been challenged by others and 
refuted, for they assert the supremacy of the text over the 
prior knowledge in case of a mismatch (Peeck, van den Bosch 
and Kreupeling 1982).^^ They asserted that textual 
incompatibility facilitated recall but prior knowledge 
activation did not have any effect on recall of compatible 
71. Maria R. and W.H. MacGinite 1984 "Factors affecting 
children's comprehension designed to correct 
misconceptions" cited in Gordon and Rennie op cit 1987: 
187-68 
72. Ihid 1987: 169 
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textual information. Extending this research. Smith, 
Readence and Alvermann (1984) stated that subjects who 
underwent activation of prior knowledge before reading 
compatible text comprehended more. Their findings were 
similar to those of Lipson (1982)'^ which state that prior 
knowledge would override textual considerations. 
In their study on fifth grade subjects* Alvermann, 
Smith and Readence (1S85) presented them with information 
which was either compatible or incompatible with their 
background knowledge. Post texts findings showed that prior 
knowledge activation in text which was incompatible with 
their knowledge led to the overriding of their knowledge of 
experiences. A text which was compatible with a reader's 
knowledge did not show any significant change with the prior 
knowledge activation. 
73. Smith L.C., J.E. Readence, and D.E. Alvermann 1984 
cited in Gordon and Rennie op cit 1987: 188 
74. Lipson 1982 IhJA 1987: 167 
75. Alvermann, D.E., L.C. Smith and J.E. Readence, 1985. 
"Prior knowledge activation and the comprehension of 
compatible and incompatible text." READING RESEARCH 
QUARTERLY 21 
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The research undertaken by Gordon and Rennie 
(1987) was to examine the extent to which content schemata 
would be restructured through reading activities. A total of 
23 students ranging between ages nine to eleven were 
presented with varying degres of textual information and 
instructions. The children's background knowledge was 
pretested. The research aimed at finding out the extent to 
which treatment conditions created new schemata and the 
valuable sources of restructuring. It was found that texts 
given as a pretest technique brought into better results. 
Two other studies concerned with the effect of 
providing prior cultural information showed contrasting 
77 
results for the ESL students. Yousef (1968) says that a 
Middle Eastern student's inability to comprehend texts from 
American culture was because of his negative attitude. This 
also affected and reduced their motivation to learn. On the 
78 other hand, Gatbonton and Tucker (1971) propagated a 
76. Gordon and Rennie, op cit 1987 
77. Yousef, F. S. 1968. "Cross-cultural testing: An 
aspect of the resistance reaction", LAHGUAGE LEARNING 
18. 3-4 
78. Gatbonton, E.G. and G.R. Tucker, 1971. 'Cultural 
orientation and the study of foreign literature', TESOL 
QUARTERLY, 5.2 
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different viewpoint. According to then, Filipino ESL 
student's misunderstandings and prejudices regarding 
Americans showed a change when they woro provided relevant 
cultural information. Their comprehension also improved 
after this. 
Patricia Johnson's (1981)^ study on the effects 
of prior knowledge and linguistic complexity on reading 
comprehension has demonstrated that the effects of 
simplification of vocabulary and syntax did not show any 
significant results if the passage was similar to the ESL 
reader's background but it showed a difference if the 
passage was of foreign cultural origin. This study was 
designed to obtain data on the influence on reading 
comprehension of ESL students. The aspects of prior 
inexperience on reading was measured by the subject's 
written recall. The subjects were 72 students, from advanced 
level reading classes, representing various nationalities. 
The reading passage contained familiar as well as 
unfamiliar subjects. The sentence recognition task sought to 
measure the understanding of target vocabulary words and the 
familiar and unfamiliar information in the text. The results 
indicated that prior experience in the American culture 
79. Johnson P. 1981 "Effects on reading comprehension of 
language complexity and cultural background of a text", 
TESOL QUARTERLY, 15.2 
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seemed to affect the ESL student's comprehension. The 
Btatistical analysis indicated that real experiences 
provided background information for more effective reading 
comprehension. Memory based on inferences and familiarity 
with background knowledge may lead to the construction of 
highly plausible meanings. Experiments in four differrent 
groups here did not support the correlation between 
vocabulary knowledge and reading comprehension. This however 
showed unclear results in case of ESL readers. Much has been 
said and written on the effects of prior knowledge. The need 
is to now look at the effects of cultural schemata on the 
comprehension of readers. 
3.8 Cultural Schemata and Conprehension 
Interactive effects of cultural origin of a text 
on the reading comprehension of ESL students have been a 
concern of many researchers. Several studies using 
culturally sensitive passages have convincingly demonstrated 
the importance of one's own cultural background in the 
interpretation of a text. Cultural schemata assumes 
importance particularly when there is a mismatch between the 
reader and the writer. Steffensen, Joag-dev and Anderson 
(1979)^^ have shown how culturally familiar text provides an 
80. Steffensen, M.S., C. Joag-dev and R.C.Anderson 1979 "A 
Cross cultural perspective on reading comprehension" 
READING RESEARCH QUARTERLY. XV/1 
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easier reading than an unfaniliar one. In this study, 
subjects from American and Indian universities were asked 
to read letters about an Indian and American wedding. It was 
seen that culturally familiar material was assimilated more 
rapidly whereas distortions surfaced in texts which were 
culturally alien to the reader. It was demonstrated that 
implicit cultural knowledge assumed by the text and that of 
O 1 
the reader provides an easier reading. •^  
Carrell's (1981)®^ study of advanced ESL Chinese 
and Japanese students was based on recall of folktales from 
three different cultural perspectives—native culture, 
second culture and totally unfamiliar culture. The results 
indicated that the text's cultural origin and the subject's 
prior familiarity/unfamiliarity with that culture largely 
affected the ESL's judgement of the level of difficulty of 
the texts as well as their recall of information from the 
text. Johnson's subsequent studies dealing with the cultural 
81. Joag-dev, C. and Margaret S. Steffensen 1980, "Studies 
of the Bicultural Reader: Implications for Teachers and 
Librarians," in cited Sandra J. LeSourd, "Using an 
advance organizer to set the schema for a multicultural 
lesson" JOURNAL OF READIHG, 32.1: 1988:13 
82. Carrell, P.L. 1981 "Culture-specific schemata in L2 
comprehension" cited in Pamela Floyd and Patricia L. 
Carrell, "Effects on ESL Reading of Teaching cultural 
content schemata," LAHGUAGE LEARHING, 37.1, 1987:90 
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specificity of content schemata and their effects on ESL 
reading have further reiterated the importance of familiar 
cultural schema for comprehension. In his earlier study with 
native Iranian and American subjects, Johnson (1981) found 
that a text's semantic and syntactic complexity had less 
effect on comprehension than did its cultural origin. In 
the later study Johnson (1982) he further observed that 
prior experience prepared ESL students to comprehend 
information about Halloween in a better way, thereby 
ascertaining the significance of cultural schemata on 
comprehension. 
Carrell's study in this context is very 
interesting since it collapses both the culture-specific 
content schemata and the formal schemata. Taking two groups 
of readers (students of Muslim and Catholic/Spanish 
backgrounds) faced with texts representing both the types of 
schemata (texts with culturally familiar/unfamiliar context 
and texts with familiar, well-organized rhetorical 
format/unfamiliar, altered rhetorical format, respectively), 
she concluded that "when both form ad content are familiar, 
the reading is relatively easy; when both...are unfamiliar. 
83. Johnson no cit 1981 
84. Johnson P. 1982 "Effects on reading comprehension of 
building background knowledge", TESOL QUARTERLY, 18.4 
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the reading is relatively difficult (and) when either forn 
or content is unfamiliar, unfaniliar content poses more 
difficulties for the reader than unfamiliar form."° Her 
conclusions reiterate Steffensen et al contention that "the 
schemata embodying [culture and] background knowledge about 
the content of a discourse exert a profound influence on how 
well the discourse will be comprehended, learned and 
remembered.' ° 
Thus, researches on schema theory have pointed out 
that comprehension of a text depends upon both the reader's 
background and his cultural experience. With an increasing 
focus on the process of meaning creation, the findings of 
these researchers indicate that literature can be used in 
the act of meaning generation, since it helps explore, 
understand and reflect on the strategies by which readers 
generate meanings in the act of reading. A literary text not 
only enables the readers to perceive the precision and 
vitality of the language employed by the author but also 
helps them clarify their meaning all of which leads to a 
deeper understanding of the language. It is through literary 
texts that ESL learners become aware of the different modes 
85. Carrell, OP cit 1967: 476 
86. Steffensen et al., QD cit 1979: 19 
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that writers employ in order to create texts to engage 
readers. By leaving ouch for the reader to imagine, the 
study of literature creates a demand for the search of 
meaning from his cognitive frameworks. This demand for the 
search of meaning brings both literature and culture into an 
active alliance with language pedagogy for comprehension. 
eHS'sren w 
101 
CHAPTER FOUR 
LITERATURE IN THE LAMQUAQE CLASSROOM 
4.1 Language/Literature as Resource: A Synoptic View 
English as a discipline, when introduced via 
Macaulay's 1835 Minute into India's educational systen was 
not pedagogically sensitive to the divide between 'language' 
and 'literature'. However, at the turn of the 1950s, such a 
divide occurred, resulting in the establishment of two 
pedagogical disciplines: 'literature teaching' deriving its 
inspiration from literary criticism, and 'language teaching' 
supported by insights from linguistics. Following this 
divide, a blaze of controvery arose between those who 
defended the traditional 'unified' approach to English and 
those who called for a split between language and literature 
teaching. The pro-split argument was that the average ESL 
student, lacking near native competence in the language, 
would not be able to appreciate literary classics in 
English. Pratt (1982) voices his concern for the ESL 
students and says that "their general level of English is 
weak and they seldom have the necessary reading background 
to cope with undiluted specialized courses." The force of 
Pratt, L. 1982 "The literature syllabus and course 
design" cited in Muhammad Raji Zughoul, "Restructuring 
the English Department in Third World Universities: 
Alternative approaches for the teaching of English 
literature", IRAL, XXV/3, 1987: 224-225 
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this argument pronpted course designers to banish 
'literature' from the language curriculum. 
The last several decades have seen the development 
of language curriculum sans literature. But in recent years 
new insights have emerged which favour the return of 
literature in language teaching. That being so, the 
significance of literature needs to be viewed afresh and the 
justificaton of its re-introduction into the language 
curriculum needs to be rationalzed. It would,therefore, be 
important to look in some detail at the role of literature 
in ESL pedagogy. However, before we venture into exploring 
the significance of literature and rationalizing the 
justification of its use, it is important to have a clear 
view about the nature of literary discourse. This is 
possible by considering questions like- what is literature? 
Whether or not literary language is especially different 
from other language varieties, that is, the difference 
between literary and non-literary text; and what role does 
literature play in language teaching, that is, the 
usefulness and effectiveness of literature for the purpose 
of language teaching. 
4.2 Literariness: Towards Defining Literature 
Probably we all know what literature is but when 
it comes to defining it, we find it difficult. That no 
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single answer to this vexed question is possible was 
demonstrated by the answers in response to this question 
posed by the Hew Literary Journal (1973). This scholarly 
journal devoted its Autumn issue to the question of 'What is 
literature?' and the majority of contributors agreed that 
"no abstract, formal definition could be arrived at."^ The 
theoretical inertia set in with regard to the absence of any 
formal definition and this was given a philosophical 
dimension when literature was likened with Wittgenstein's 
"game". Some philosophers believe that 'literature', like 
Wittgenstein's "game", is a family resemblance concept "the 
members of the family being linked by a network of 
overlapping similarities none of which is common to all of 
them."-^  
According to Tzvetan Todorov^ the definitions of 
literature have been of two types- one, which labels it as 
language used for imitation as in fiction and the other 
where language is used for aesthetic pleasure. To look 
at both as being separate entities is difficult, for, unlike 
Todorov, David Lodge maintains that there is a connection 
2. Lodge, D. THE MODES OF MODERN WRITING: METAPHOR, 
METONYMY AND THE TYPOLOGY OF MODERN LITERATURE, 1977: 1 
3. IhJA p-1 
4. Todorov, T. 1973 "The Notion of Literature", cited in 
Lodge, Ibid. p. 1 
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between these two. He argues that if we take language as 
being used for imitation it would be difficult to account 
for literature which is not fiction and fiction which is not 
literature. 
The second definition takes cues from classical 
rhetoric and has found pioneers in formalistic criticism as 
well. It associates literature with tropes and figures but 
this is refuted by Ruqaiya Hasan, who states that: "it is 
highly doubtful if the frequency of such recognized devices 
in longer prose works is significantly different from that 
in, say, a feature article in a quality newspaper." The New 
Critics' attempt at defining literariness as possessing some 
rhetorical device have also not been without criticism. It 
probably needs a different approach altogether. 
The Czech school of structuralists have broached 
this subject and view literature as one which uses language 
in peculiar ways. Jakobsan believes that literature 
5. Hasan, R. "Rime and Reason in Literature", in Lodge QJB. 
cit. 1977: 2 
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represents an organized violence connitted on ordinary 
speech. The symbolist doctrines were rejected in favour of 
more utilitarian ones where the focus of attention shifted 
to that of the material realilty of the literary text itself 
and where literature was viewed not in terms of any other 
discipline but as a "particular organization of language." 
Being an application of linguistics to the study of language 
they reversed the order of form and content. Far from seeing 
form as the expression of content they stood the 
relationship on its head. Content, therefore, was viewed as 
the motivation of form, an occasion or convenience of a 
particular kind of formal exercise. Literary work was viewed 
as an "arbitrary assemblage of devices" in order to achieve 
a "defamiliarizing effect". It was the effect of ordinary 
language made strange which rendered unfamiliarity to the 
everyday world. And this made literature force its reader 
into "a dramatic awareness of language" thereby refreshing 
•7 
the "habitual responses" and rendering it "perceptible." 
Literary language was, therefore, viewed as 
deviation and literature as a special use of language. It 
was systematic foregrounding which characterized literary 
6. Eagleton, T. 1983 LITERARY THEORY: AN INTRODUCTION 
7. Ihid. 
108 
discourse. Foregrounding was defined by Ian Mukarovsky, the 
Czech theorist, as "the aesthetically intentional distortion 
o 
of linguistic components." Any iten in discourse which was 
not merely used for the purpose of information, but as an 
item by itself was considered foregrounded. It depends upon 
the 'background' of 'automatized' components for, what may 
be automatized in one may be foregrounded in another. What 
distinguished literary from non-literary discourse, 
therefore, is not just the frequency of the foregrounded 
elements but the relationship between the background and the 
foregrounded elements which are aesthetically relevant. The 
background of a literary discourse, therefore, comprises an 
ordinary language, the literary tradition and the linguistic 
norms. Paul Garvin states that "In poetic language 
foregrounding achieves maximum intensity to the extent of 
pushing communication into the background as the objective 
of expression and of being used for its own sake; it is not 
used in the services of communication, but in order to place 
in the foreground the act of expression, the act of speech 
itself.'^ 
8. Garvin, P.L,. 1984 A PRAGUE SCHOOL READER OH AESTHETICS, 
LITERARY STRUCTURE AND STYLE, cited in Lodge OP nit 
1977: 2 
9. Lodge, ibid, P-5 
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Although Prague school's definition of 
foregrounding is a sufficient criterion for literariness, 
Ruqaiya Hasan believes that literary foregrounding requires 
some 'motivation* to explain it. According to her, literary 
foregrounding can be found in the unity of literary texts. 
She talks of two levels of symbolization where the code of 
the language is used to symbolize certain events, processes 
and situations which in turn symbolize some theme. This, 
however, has been questioned, for* the reader is in a 
position to interpret and construe more information from a 
text than the sender or writer was conscious of putting into 
it, and this caji be, as stated by Roland Barthes, discovered 
in journalism or advertisement. Recent work in linguistics 
and cultural studies too support Barthes' contention that 
all discourse is open to the sane kind of interpretation as 
suggested by Hasan. Lodge (1977), while resolving this 
complexity and reinforcing Hasan's theory, suggests that the 
"...literary text invites this kind of interpretation, and 
indeed requires it for its completion, whereas the non-
literary text does not invite it, and is in effect destroyed 
by it."10 
While trying to draw some connection between the 
fictional and the rhetorical definition of literature, 
10. Lodge OP cit 1977: 4 
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Mukarovsky stated that "the question of truthfulness does 
not apply in regard to the subject matter of a work of 
poetry, nor does it even nake sense...the question has no 
bearing on the aesthetic value of the work; it can only 
serve to determine the extent to which the work has 
documentary value." The referential component does not 
hold much importance in the Prague school, rather it is the 
regularizing principle which is dominant and which sets in 
motion, and gives direction to the relationship of all the 
other components. Infaot, a typology of utterances as 
proposed by Roman Jakobson, mark the dominance of this 
principle. 
Mukarovsky's and Jakobson's definition of the 
literary text has been viewed as being biased towards 
deviances in literature and of being unable to account for 
literature in which referential and communicative element 
appears to be central (for example, realistic fiction or 
autobiography). According to this viewpoint, "the subject 
matter of a work of literature is merely a pretext for 
1? bringing certain verbal devices into play." 
11. Lodge op cit. 1977: 5 
12. IhM, p.6 
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r- t 
Stanley Fish believes that the preeminence given 
to the verbal patterns by Jakobson uakes the literature 
"message-minus" in which "the separation of literature from 
the normative centre of ordinary language is celebrated."*'^ 
He subsequently rejects Jakobson's "message-minus" 
definition of literature, although he is equally critical of 
"message-plus" definition that presents literature as "a 
more effective conveyor of the messages ordinary language 
transmits." He believes that both "message-minus" and 
"message-plus" definitions of literature are unacceptable as 
they bring a distinction between ordinary language and 
literary language. Literature, according to Fish "...is an 
open category, not definable by fictionality, or by a 
disregard of prepositional truth, or by a statistical 
predominance of tropes and figures, but simply by what we 
decide to put into it."^^ Infact, both Todorov^^ and Fish 
hold the no distinction view in literature where the 
dichotomy between ordinary language, literary language and 
13. Fish, S. IS THERE A TEXT IN THIS CLASS? THE AUTHORITY 
OF INTERPRETIVE COMMUNITIES, 1980: 103 
14. IMd, p. 103 
15. IMd, p. 109 
16. Lodge, OP cit. 1977:6 
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non-literary language does not exist. To quote Fish, 
"...there is no such thing as ordinary language, at least in 
the naive sense often intended by that tern..[T]he 
alternative view would be one in which the purposes and 
needs of human connunication inforn language and are 
constituent of its structure.' This denial of dichotomy, 
however, blurs the distinction between form and content in 
literature. H.G.Widdowson distinguishes between form and 
content as Hext' and 'discourse'and observes that "although 
literature need not be deviant as text it must of its nature 
1 fl be deviant as discourse."^ 
David Lodge's suggestion of "fictionality, in its 
most elastic sense" as the best alternative term for 
deviance is rather convincing. He further suggests that it 
is the "systematic foregrounding" which makes literary 
discourse "either self-evidently fictional or may be read as 
such" in tune with its elasticity. As Widdowson has 
observed, "what distinguishes our understanding of literary 
discourse is that it depends upon our recognizing patterns 
of linguistic organization which are superimposed as it were 
17. Fish, OP cit. 1980;106 
18. Widdowson, H.G. STYLISTICS AND THE TEACHIHG OF 
LITERATURE, 1984: 47 
19. Lodge, OP cit 1977: 6 
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on those which the code requires, and our inferring the 
special values that linguistic toruo contract as olomontn In 
these created patterns.' " 
A similar kind of oboorvatlon may b© diooorned 
from the writings of Brunfit and Carter <19e7). They pointed 
out that "...what is literary is a matter of relative 
degree, with some textual features of language signalling a 
21 greater literariness than other.' Both these observations 
demand a word of caution as there is the possibility of 
equating literature with 'good literature' by implication. 
In view of the fact that there exists a continuum of the 
category of 'literature' with a range of perceptions from 
viewing literature as something given ^ (in terms of 
po 
intrinsic qualities) or Biadfi. (in terms of historicity and 
mystification) to the radical stance of complete refusal^'* 
of literature as such, it would be more pragmatic and 
relevant to talk of 'literariness' rather than literary 
language. 
20. Widdowson, op cit 1984: 46 
21. Brumfit, C.A. and Ronald Carter, (eds.) LITERATURE AND 
LANGUAGE TEACHING, 1987: 10 
22. Green, B. "A Dividing Practice: 'Literature', English 
Teaching and Cultural Politics", in I.Goodson and P. 
Medwey (eds.) BRINGING ENGLISH TO ORDER, 1990: 139 
23. IMd, p. 139 
24. Eagleton, OP cit. 1983 
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4.3 Literary and Hon-Literary Text 
A number of scholars have attempted to draw out 
the difference between literary and non-literary text. It 
needs to be seen as to what characterizes the literary 
aspect of a text. The wide ranging subject natter of a 
literary sphere cannot be easily definable. Moody (1983) 
refers to this when he says> "By 'literature' we refer to 
constructions, or artefacts, in language, which may be 
designed for any of the whole range of human communication 
needs, private or public, oral or written, for which 
language is used" and, therefore, the "conventional academic 
classifications of literary genres (poetry, drama, prose, 
etc.) are woefully insufficient to describe the great gamut 
of verbal artefacts which constitute the literature of any 
language."^^ 
The issue revolves around one group of scholars 
proclaiming literary texts as having certain special 
characteristics and the other group denying it. Bateson 
(1971), whose critical stance towards a linguist may be seen 
from this personal remark "...I must admit that I would much 
25. Moody, H.L.B. "Approaches to the study of literature: A 
Practitioner's view" from C.J.Brumfit (ed) TEACHING 
LITERATURE OVERSEAS: LANGUAGE BASED APPROACHES 1983: 13 
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prefer npt to have a linguist in the family", ° considers 
the language of literature to be special and outside the 
purview of linguistic analysis. He views literary language 
in terms of phenomenon of speech (parole") and not the speech 
system (langue). This view, however, has been questioned by 
Hiddowson who considers literary language as an amalgam of 
both, for it is a violation of the accepted rules and 
creation of its own norms as well, which are acpeptable 
within their own context. It is a "kind of converse reality, 
a different existential order in another dimension of 
experience, a figurative paradox held for a moment outside 
P7 
ordinary time and space."' 
no 
Short (1983)' , while commenting on the nature of 
literary and non-literary language, proposes a "no 
distinction" view. According to him creativity is not the 
domain of literary writers and 'sensitive' readers alone and 
this in turn implies that an E.S.L. learner has an equal 
26. Bateson, F.W. 1971 "Language and Literature", in 
Asim Ali LANGUAGE TEACHIHG THROUGH LITERATURE, 1988: 6 
27. Widdowson, H.G. "The Deviant Language of Poetry" cited 
in Brumfit (ed), oo cit. 1983:16 
28. Short, H.H. "Stylistics and the Teaching of 
Literature," cited in Brumfit (ed), Ihisi, p.68 
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access to literature. Brunfit and Carter (1987), rejecting 
the notion of literary language, say that "when we say this, 
we mean that we find it impossible to isolate any single or 
special property of language which is exclusive to a 
literary work. It does not mean we deny that language ia 
used in ways which can be distinguished as literary."^® 
What had previously been associated with literary 
language was to be found in abundance in the language of 
advertising as well. Short and Candlin have viewed certain 
functional similarities between poetry and advertisement and 
have said that both are memorable and have an emotional 
on 
impact on the reader. 
Short argues that there is no essential 
distinction between literary and non-literary language in 
linguistic terms. He thinks that the features often 
associated with literary or poetic language do recur in 
other forms of language as well. Taking the case of 
metaphors in literature, he states that this is not the 
prerogative of literary texts alone but abounds in daily 
discourses as well: "... the examination of other kinds 
29. Brumfit, C.J. and Ronald Carter, "Introduction" in 
Brumfit and Carter (eds) OP cit. 1987:6 
30. Short, M.H. and C.Candlin "Teaching study skills for 
English Literature" cited in Ikid., p. 107 
115 
of language, e.g. advertising, political speeches, belies 
this distinction; even casual conversation in tho cnfff-e bnr 
31 
can produce new metaphors" ^. Brumfit and Carter (1987) 
while agreeing with the above view, state that, "Infact, it 
requires only a little linguistic introspection to see that 
metaphor is pervasive in our daily discourse and, as a 
property of language, is not in any way unique. Metaphors 
are not found only in Shakespeare or Donne. The world of 
discussion and debate, parliamentary, journalistic, academic 
or otherwise, is impregnated with metaphors... ""^ ^ 
While Short advocates the 'no-distinction' view in 
very clear terms, others like Brumfit and Carter (1987), 
Fowler and Moody (1983) have reservations despite their 
strong sympathy for this view. Fowler (1971) seems to be 
equally concerned about the "extra linguistic features which 
condition the distinctive style of a literary word,"^'' which 
is otherwise nothing but language. Brumfit and Carter, while 
holding the view that there is no such thing as literary 
language, still feel that literary language has certain 
special properties. However, they believe that it is 
difficult to really pinpoint or isolate any single or 
special one. 
31. Short OP cit 1983:67 
32. Brumfit and Carter (eds) op cit 1987: 6 
33. Fowler, cited in Ali OP cit. 1988: 9 
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Some features of connonality which exist in 
literary and non-literary language are viewed to be present 
at the phonological level. The semantic density of language 
especially associated with literary language too, can be 
found in ordinary language, for example, in jokes or in 
certain word combinations. 
Although the distinction between literary and non-
literary is mostly blurred, this does not mean that all 
language is literary. As Brumfit and Carter put it, "In case 
it is thought that we are saying that all language is 
literary and that all language users are as creative and 
imaginative as each other, we are not." Their view of 
poetry as having a number of linguistic features across the 
text for producing unity can be compared to the non-
linguistic text where the 'layering' is not very evident. 
The question which then comes up is the nature of 
literary language. A literary text "is not a language 
variety" in the same way as "the language of newspaper 
headlines, or legal language, or the language variety of 
weather forecasting"*^ Infact, it can be better understood 
as a 'context' where "different varieties of language can be 
34. Brumfit and Carter (eds), QD cit. 1987: 7 
35. IhJA, p. 8 
117 
mixed and still admitted" unlike those in legal document 
where "Ca]ny deviation from norms of lexis and syntax...[is] 
inadmissible" ^ but not in poems or in fiction. 
Rogers (1983) discusses the difference between the 
artistic and the non-artistic discourse and points out that 
though literary communication differs from the domains of 
non-literary communication, it is still dependent on it. 
Although literary messages use the same basic language 
system as that used in other different kinds of non-literary 
discourse, they both differ in terms of 'function'. As 
Rogers has pointed out that "literary messages differ from 
non-literary ones in function i.e. in their communicative 
purposes, creative writers have to signal the fact of the 
literariness of their messages by inventing special 
conventions of poetic, novelistic and dramatic 
communication which would not work in ordinary practical 
discourse, and by using the language system itself in ways 
which are unorthodox, thought-provoking and striking. The 
result is that creative writers produce linguistic messages 
which, by their very nature, stand out prominently against 
the reader's background awareness of what is both 
communicatively conventional and linguistically normal non-
36. Brumfit and Carter (eds) OP cit. 1987: 8-9 
118 
literary discourse i.e. both appropriate to the social 
purpose...as well as dranatically intelligible in terms of 
37 
syntax and vocabulary." 
This unusual arrangement of linguistic items in a 
literary writing makes it deviant from other texts. The 
features of both, radical deviation as well as adherence to 
the norm of 'ordinary' language are visible here. However, 
the question of norm is a complicated one and would require 
much elaboration, for, as rightly pointed out by Eagleton, 
what may be a norm for one may be a deviance for the 
38 
other.'^ '^  The patterning of linguistic features in a literary 
writing leads towards the emergence of different genres. 
However, it can be observed that the patterning devices 
would differ from genre to genre. Widdowson's (1983) comment 
deserves attention when he says, "The phonology of English, 
for example, requires no alliteration, assonance, rhyme or 
metric measure in message forms but these sound patterns are 
used in poems to fashion a design of sounds which combines 
with syntactic and lexical arrangements to create a code for 
the occasion." 
37. Rogers, A. "Language for Literature", cited in Brumfit 
<ed), OD cit 1983: 38-39 
38. Eagleton, op cit 1983 
39. Widdowson, OP cit 1983:10 
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Doviano© io atfnln aohlovod at the lovol of 
foregrounding. I.eooh nr»minnnt,fi that, "Forntfrouiid liitl, or 
motivated deviation from lintfnintlo or othrtr noolnlly 
accepted norms, has been claiiied to be a basic principle of 
aesthetic communication. Whether or not the concept is 
applicable to any great extent to other art forms, it is 
certainly valuable, if not essential, for the study of 
poetic language. The norms of the language are in this 
dimension of analysis regarded as a 'background' against 
which features which are prominent because of their 
abnormality are placed in focus."*^ 
Literary text, therefore, can be looked at as 
language in context to which the reader could respond 
directly. It provides ample examples of language resources 
being used leading to the process of exploring the work. Its 
essential character would be a kind of a deviant discourse 
and could be understood in the background of conventional 
language use. The extraordinariness is achieved to some 
extent by its "uncommon use, its special context and 
particular communicative purpose"."*^ By leaving things 
unclear in a literary text, it encourages the reader to draw 
40. Leech, G. (1965). "This Bread I Break - Language and 
Interpretation", cited in Ali, op cit. 1988.17 
41. Ali, no pit. 1988:23 
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out Bieaningo Hhich can bo" Inferred by procedural 
activity'"*'^. It is this which then leads to the development 
of significant language learning abilities. The studentn' 
interest could be captivated by concentrating on the 
literary texts thenselves, which not only enable them to 
perceive the precision and vitality of the language employed 
by the author, but also helps them clarify their meaning. 
This leads to a deeper understanding of the language. 
4.4 Language and Literature Alliance 
The question whether literature should be viewed 
as a rival to language teaching or as its strong ally had 
captivated the interest of pedagogues for quite sometime. 
Linguistic insights infused fresh thinking about language 
learning and response to literature, thus generating a 
controversy between language and literature with a move 
towards the reconsideration of literature in language 
teaching. 
Charles Blatchford (1972) states that "the study 
of English literature is a luxury that cannot be indulged 
42. Widdowson, H.G. 1983 "Talking shop:Literature and ELT", 
ELT JOUR«AL, 37.1 
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during the limited amount of time allocated to English" .^ '^  
He supports his arguments on three grounds. First, he says, 
the primary aim of ESL departments in Asia should be 
teaching the pragmatic and utilitarian use of language where 
the development of skill should take place. A person needs 
to be able to handle language in his daily taskn nnd, 
therefore > the emphasis should be on the functional cQm.mand 
of language where the requirement of the four skills would 
be called forth to deal with everyday situations. Secondly, 
the teachers' inadequacy in dealing with the foreign 
language classroom. He believes that owing to the 
inaccessibility of literary texts and dearth of resources 
for teacher-training facilities in Asia, the teachers 
teaching literature in the foreign language classroom are 
ill equipped. Lastly, he talks about the current trend of 
the ESOL which seems to be towards understanding language in 
relation to society. In this connection, the guidelines for 
teacher training set up by TESOL would be useful. Instead of 
putting emphasis on literature which, infact, "does not 
contribute to the student's ability to function in the 
43. Blatchford, C.H. 1972 "ESOL and Literature: A negative 
view", cited in Albert H.Marckwardt, THE PLACE OF 
LITERATURE IN THE TEACHING OF ENGLISH AS A SECOND OR 
FOREIGN LANGUAGE, 1978: 4 
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society,'"* these guidelines stress on the sociolinguistic 
and sociocultural aspects for the teacher. 
Peter D. Strevens (1974) bemoans .the spurt of 
demand for English for special purposes for people with 
very limited knowledge of the language. Talking about the 
situation twenty years back, he says that "The teaching of 
English was automatically assumed to be part of a general 
education on the humanities, the arts side, with the tacit 
assumption that the very best students would go forward and 
study English literature."^*' The demand, therefore, was for 
English as a practical communication skill and this came in 
the wake of their independent status. 
4R Muhammad Raji Zughoul (1985) in his discussion 
for a set of objectives for the English department in the 
Arab world has noted that there is not enough emphasis on 
the applied side of linguistics. It is further stated that 
these departments have failed to bring out competent 
44. Harckwardt, op cit. 1978: 5 
45. Strevens, P.O. 1974 "Recent Developments in the 
Teaching of English" IMd, p.6 
46. Zughoul, H.R. "Formulating Objectives for the English 
Departments in Arab Universities: Rationale and 
Assessment" DIRASAT, XII, 3, 1985: 98 
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students, which is the reason for labelling it as 
"astronomical failure" (Jawad, 1983)^ . 
The ESL situation provides an imbalance in its 
approach thereby producing graduates with very little 
mastery on the language. Daswani (1982) maintains that those 
who have acquired mastery in English have done so outside 
the formal structure of education. He says that, "British 
educators, in their attempt to create brown English men in 
India, did not pay any serious attention to systematic 
instruction in the language. Instead, they sought to 
replicate the English school and university systems where 
English as a language needed little attention. Even 
literature teachers have either refused to acknowledge the 
fall of standards or disclaimed responsibility for the 
improvements of standards."^" 
Pratt (1982) expresses similar beliefs when he 
says about the Third World student that, "their general 
47. Jawad, T. "Some Reconsiderations of the Role Played by 
the English Departments at Arab Universities" in 
Dahiyat and Ibrahim (eds.) PAPER FROM THE FIRST 
COHFEREHCE OH THE PROBLEMS OF TEACHIHG EHGLISH LAHGUAGE 
AND LITERATURE AT ARAB UHIVERSITIES. 1983: 44 
48. DaswsLni, C.J. 1982 "English in India: The Brown Man's 
Burden" cited in Zughoul, QP cit, 1987:224 
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level of English is weak and they seldom have the necessary 
reading background to cope with undiluted opooiaiiKed 
courses.'"*^ Gilroy Scott (1983:1-2) echoes that the 
"emphasis on literary knowledge disguised poor language 
en 
attainments in most cases". " 
It has further been viewed that the reason for the 
Third World student studying English is more instrumental 
than integrative in nature. It is the utilitarian aspect of 
English which motivates him rather than a desire for any 
other thing. Research shows that the motivation is 
instrumental. Studies on Arab students by Zughoul et al 
(1986),^^, Zughoul and Taminian (1984)^2^ Salih (1980)^^, 
49. Pratt, OD cit. 1987: 224-225 
50. Scott, N.G. "Introduction" in Brumfit (ed.), op cit. 
1983: 1-2 
51. Zughoul, M.R., R.F.Haple and J.P.Fallon, "Cultures in 
Contact: The Arab Student in the English as a 
Foreign/Second Language (EFL/ESL) Classroom". JOURNAL 
OF THE COLLEGE OF ARTS, 13.1 
52. Zughoul, M.R. and L. Taminian 1984, "The Linguistic 
Attitudes . of Arab University Students: Factorial 
Structure and Intervening Variables", THE INTERNATIONAL 
JOURNAL OF THE SOCIOLOGY OF LANGUAGE, 50 
53. Salih, M.H. 1980 "The Relationship Between the Attitude 
and Proficiency in E.F.L. of Public Schools Students in 
Amman" cited in Zughoul op cit 1987: 225 
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54 Harrison et al. (1974) ^ have confirmed this view. For 
example, Ibrahim (1983)^^ feels that in the Third World 
countries, a knowledge of English is important in social, 
economic power and stratification. Lewis and Massad (1975)'^° 
in lAEEA (International Association for the Evaluation of 
Educational Achievement) from ten countries say that bnaod 
on utility one can discern motivating factors. 
Shaw's (1983) attitudinal survey based on three 
Third World Countries focussed on the need of the students. 
The countries were Singapore where the student surveyed were 
170, India where the number was 324 and Thailand where it 
was 313. He found out that "the most striking... reasons are 
the ones generally associated with the instrumental type of 
motivation."^^ 
54. Harrison, W., C.Prator and G.R.Tucker 1974. ENGLISH 
LANGUAGE POLICY SURVEY OF JORDAN, cited in Zughoul Q £ 
ciL 1987:225 
55. Ibrahim, H.H. "The Role of English Departments in Arab 
Universities" cited in Dahiyat and Ibrahim (eds) OP cit 
1983 
56. Lewis, E. and C.Hassad 1975 THE TEACHING OF ENGLISH AS 
A FOREIGN LANGUAGE IN TEN COUNTRIES, cited in Zughoul, 
OP cit, 1987:225 
57. Shaw, W. 1983. cited in Zughoul IMd. p.226 
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The traditional view maintains that literature 
broadens mental horizons and provides a necessary resource 
for the use of language. As Lee (1970) has pointed out that 
"The substance of the English language, however, has been 
shaped by literature. It is in literature that the resources 
of the language are most fully and most skillfully used. It 
seems to follow that literature should enter into the 
language-study of those who are to use the language with the 
greatest possible skill and effect'.^ Talking further on 
the same lines he says that literature in foreign language 
learning is "rooted in lively and meaningful oral drills, in 
spoken and acted dialogues, in simple dramatisation of 
stories, indeed in those very procedures which make for 
successful and interested learning of the language." 
The teaching of literature, according to the 
traditional view, is defended vehemently on grounds related 
to its intrinsic values. Such a view has a resounding 
resemblance with the view held by Arnold. In the Arnoldian 
58. Lee, H.R. 1970 "Editorial", cited in Marckwardt, op. 
QJJL. , 1978: 7-8 
59. IMd p. 8 
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sense literature, which has been called "the greatest power 
in Education" is "not just a subject for academic study, but 
one of the chief temples of the human spirit, in which nil 
Oft 
should worship". Viewed fron this perspective both Bennet 
and Leavis have strongly defended the teaching of English 
literature. According to Bennet "The aim of literary studies 
is not to amuse the hours of leisure, it is to awake one's 
self, it is to be alive, to intensify one's capacity for 
pleasure, for sympathy and for comprehension...An 
understanding appreciation of literature means an 
understanding appreciation of the world..." 
Leavis believes that literature teaching is 
essential and irreplaceable as "It trains, in a way no other 
discipline can, intelligence and sensibility together, 
cultivating sensitiveness and precision of response and a 
delicate integrity of intelligence..." "^  He further believed 
that in an age where human values and qualities are in the 
process of extinction and where there in an overwhelming 
60. Hathieson, M. 1975 "The Ideology of English Teaching", 
cited in Zughoul OP cit 1987:227 
61. Bennet, A. 1975 LITERARY TASTE:HOW TO FORM IT, cited in 
Zughoul, OP cit 1987:227 
62. Leavis, F.R. cited in Widdowson op cit 1984: 73 
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debased and brutalized culture, literature, particularly the 
cultivation of poetry, may provide an ©ffootlvw mnnnn t.o 
retrieve the loss of values and bring about civilization. 
These comments of Leavis' and others in support of 
literature have sharply been criticised by Widdowson, who 
says that these justifications "resemble propaganda rather 
than a reasoned set of proposals."^^ He believes that these 
claims could be made by any other discipline in order to 
promote itself, as these effects can come about "through a 
heightened awareness of the way language can be used to 
explore and express realities other than which is communally 
accepted as the most socially convenient.""* 
Widdowson (1984) then goes on to state that 
literature is narrowed down to the study for either a 
cultural purpose or for a linguistic purpose. If studied for 
the cultural purpose, literature would "...acquaint students 
with ways of looking at the world which characterize the 
cultures of the English-speaking people."^^ However, as a 
linguistic subject it would enable students to see how the 
63. Widdowson, np cit. 1984: 73 
84. Itdd p. 74 
65. lliid.p.77 
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language system is used for communication because it 
provides the learner with the "widest variety of syntax, the 
richest variation of vocabulary discrimination." However* 
he issues a warning that literature is misrepresented if 
used to teach something else. In either case the purpose of 
literature would be defeated and its literary nature lost. 
This view has been received with mixed response 
and a compromise seems to have been made in some cases as 
when Povey (1967)^'' and Arthur (1968)^^ state that in order 
for literature to aid language learning, it is important 
that it succeeds just as a literary experience. 
Widdowson's views have found support from many. 
Daswani (1982) while discussing the language teaching 
situation in India, says, 'Qiven the situation, the 
university departments of English would have to reform their 
66. Povey, J.F. 1979 "The Teaching of Literature in 
Advanced ESL Classes" cited Zughoul OP cit. 1987: 227 
67. Povey, J.F. 1967 "Literature in the TESOL Programs: The 
Language and the Culture" cited in Ruth Spack 
"Literature, Reading, Writing and E.S.L.: Bridging the 
Gap" TESOL QUARTERLY 19.4, 1985: 705 
68. Arthur, B. 1968 "Reading Literature and Learning a 
Second Language" ItLid. p . 705 
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curricula to neet the changing demands of the society. As 
jiiore learners come to the universities, traditional English 
literature course would have to give way to more realistic 
courses in English as a language of intergroup and 
intercountry communication." Strevens says that earlier 
the student was taught English language for the sheer 
appreciation of English literature. A stronger reason for 
the study which has now emerged is the "usefulness 
and practicality of the language." Rodgers says that 
literature does have a special place in linguistic 
communication. Talking about literary and non-literary 
communication, he says that both use signals for their 
message but the creative writer uses certain signals to mark 
the literary qualitiy of their messages against 
"linguistically normal non-literary discourse". The ESL 
learner, therefore, needs to be able to understand these 
signals and to view how they operate in conveying the 
69. Daswani cited in Zughoul QP cit> 1987: 229 
70. Strevens, P. 1978, HEW ORIEHTATIOHS IH THE TEACHING OF 
EHGLISH, cited in Zughoul, QP cit> 1987:229 
71. Rogers, QP cit. 1983:39 
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meaning. The skills needed by the student here are 
"communication awareness' and "language consciousness". 
Moody (1983) expands this notion further by 
talking of two dimensions namely, extrinsic and intrinsic, 
where the former would deal with the biographical, 
historical and aesthetic qualities of a work, and the latter 
with the internal structural features at the grammatical, 
lexical levels. 
Hunro too believes that the study of language and 
literature are inseparable and the main concern of the 
teacher is to "concentrate on the literary text themselves, 
clarifying their meaning and assisting students to perceive 
the precision and vitality of the language the author has 
employed." It is only after the understanding of these 
aspects that the student would have a deeper understanding 
of the English language - his language competence. Literary 
texts help in developing the literary competence of a 
student and it is the literary competence that provides 
72. Rogers, QD cit 1983 
73. Moody, H.L. np cit. 1983 
74. Munro, J. "The decline and fall...and elevation of the 
man of letters in the teaching of English", in Dahiyat 
and Ibrahim, (eds) op cit 1983: 61 
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reinforcement to the language competence. Considering the 
relation of dependence between lanfluage oomi>ot«iioo mid 
literary competence, it hag been obfserved that, unlike 
native speakers, for the ESL learners the acquisition of 
literary competence is a valuable reinforcement and 
development of language competence. 
Deeper understanding of language does not mean 
teaching the grammar of language. This is the viewpoint of 
the protagonists of the language. Infact, a common argument 
against using literature of these protagonists is that since 
the main goal of an ESL teacher is to teach the grammar of 
the language, literature due to its structural complexity 
and its unique use of language, does little to contribute to 
this goal. Certainly, we all share the objective of 
promoting our students' awareness of the structure of the 
language. In this context vte need to look at whether a 
literary text can contribute towards achieving this 
objective. The answer to this question can be obtained if we 
view a literature from discourse perspective. 
4.5 Literature as a Discourse 
Literature as a discourse can be viewed at the 
level of language use. This idea of use is associated with 
Widdowson. Hiddowson refers to the two levels at which the 
linguistic knowledge may be talked about- the level of "use" 
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and the level of "usage".^ "Usage" would mean the knowledge 
of linguistic rules and "use" io the notunl oommunloaLion 
that takes place, i.e. it entails knowing how to use these 
rules for effective communication. Literature had uptil late 
focuwsod on the level of usage and rarely on the Irrvn] of 
use. Most present day literary texts focus on th^ 
particular grammatical points that are salient to the text 
or deal with vocabulary expansion by paying attention to 
word forms and common expressions. Povey (1972), summarizing 
the aims of using literature in the ESL classes, argues that 
"...literature will increase all language skills because 
literature will extend linguistic knowledge by giving 
evidence of extensive and subtle vocabulary usage, and 
76 complex and exact syntax." Although it remairin to bo noon 
whether a literary text can contribute towards either, the 
level of use would certainly signify the language use in 
discourse. 
If the study of language is to empower students to 
operate at the level of use, discourse would provide a tool 
for achieving this. How then would a discourse help 
75. Widdowson, H.G. TEACHIHG LANGUAGE AS COHMUNICATIOH 
1979: 3 
76 Povey, J.F. 1972 "Literature in TESL programs: The 
language and the culture", cited in Sandra McKay, 
"Literature in the ESL classroom" TESOL QUARTERLY, 
16.4, 1982: 529 
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in achieving this? Language in discourse defines the 
parameters of setting and role relationship. As Hilary Jsnks 
(1991) has pointed out that "...discourse, language as 
social practice, is always constructed. Speakers and writers 
select particular words and grammatical construction from a 
range of potssible options and these selections, deliberate 
or unconscious, then appear in the discourse. The only basis 
that listeners and readers have for understanding what was 
not selected but might have been, is their knowledge of the 
language. Of course, speakers also make selections in terms 
of content, and listeners have to use their knowledge of the 
world to consider what was said in the light of what might 
have been said. The meaning of discourse is conveyed by its 
77 
silences as well as by its content." This, therefore, is a 
basis for determining why a particular form of language is 
used , and literature therefore, becomes ideal for 
developing an awareness of language use. 
Widdowson suggests that if literature is viewed 
as discourse, rather than a study of culture or of language, 
and, if the study of literature is viewed as an "inquiry" 
into the way a language is used to express a reality other 
7B than that expressed by conventional means'" then it 
77. Janks, H. "'A Critical Approach to the Teaching of 
Language", EDUCATIOHAL REVIEW, 43.2, 1991:191 
78. Widdowson, OP cit. 1984: 80 
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would help in solving the vexed problem of deviance in 
literature. Voices raised against the deviance in literature 
as a source of difficulty for the native speakers have been 
countered by Widdowson who says that "...ungranmatical 
sentences in .literary writing do make sense and a poem 
which deviates from grammatical rules as text is 
nevertheless interpretable as discourse."'*' Therefore, if 
looked at from discourse perspective literature would help 
develop "a sharper awareness of the communicative resources 
of the language being learned.' Thus literature a.s a 
discourse would contribute significantly to both the process 
and purpose of language learning- the process entail-s 
setting up situation for reader for meaning manipulation and 
the purpose entails representing language in use. Along the 
way to looking at literature as a resource, there is also a 
need to look at the issues pertaining to response to 
literature. 
4.6 Writing Literary Response 
Literary response theorists in their recent 
studies have now questioned the basis of individualness in 
79. Widdowson, op cit. 1984:27 
80. Widdowson, IhJA, 1984:83 
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the individual literary response.^^ They argue that insofar 
as people read within a variety of social context and 
interpretive conmunities the clain of individual based 
literary response becomes questionable. As discussed 
op 
earlier, the meaning of the text results from the 
interaction between the reader and the writer. This is 
achieved by infusing one's own needs, values and 
expectations with the text which vary from individual to 
individual. In the interplay of characterization, values and 
themes, the writer falls back upon certain conventions and 
the reader recognizes some and assimilates the meaning in 
relation to his experiences. 
This perspective of reading presupposes a reader's 
ability and his motivation to enter into a negotiation with 
the text. Gaies (1979) points out that "since the reading 
process...is the interaction of a reader and a text, we 
stand in equal need of more research on the affective, 
attitudinal and experimental variables which would 
differentiate individual or groups of learners in terms of 
81. Beach, R. and S. Hynds "Research on response to 
literature" in Robert Barr et al. <eds) HAHDBOOR OF 
READING RESEARCH, Vol.11, 1991: 453 
82. cf Chapter II (2.4) for response to literature 
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their willingness and ability to decode written input in a 
second language.'"^ 
Personal involvement is, therefore, achieved by 
asking students to react to the text. Rosenblatt (1976, 
1978) and Britton (1970) have supported this. Rosenblatt 
describes literature as 'a perforning act' not a passive 
one. A reader has to be personally involved in order for it 
to be meaningful. Reading then becomes a creative act for 
the reader as is for the writer. Britton (1970), in support, 
talks about thie shaping and forming functions of written 
language which are part of a manifestation of the response 
of the reader. He says that every time a child writes there 
are two things which happen simultaneously: "First, he has 
improved his chances of doing ...and secondly, he has 
interpreted, shaped and coped with some bit of 
experience.' Asking students to write in response to 
literature encourages students to examine it closely and to 
become involved in it. This would lead towards strengthening 
their writing and their ability to relate to literature. 
83. Gaies, S. 1979 "Linguistic input in Formal Second 
Language Learning." TESOL QUARTERLY, 13.1 
84. Britton, J. 1970. cited in Gloria T.Blatt and Lois Matz 
Rosen, "The writing response to literature," JOURHAL OF 
READING, 28.1, 1984: 9 
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The interpretive procedures which are useful for 
the roodor onn b« applied to "n range of languago utmti, both 
literary and non-literary, which they encounter inside and 
outside the formal learning situation" (Widdowson 1984) . 
By interpreting texts and considering alternative 
interpretations, the reader comes to understand the way 
meaning is created through the reading of the text. This 
understanding of reading makes the reader aware of the 
different strategies which writers employ in order to engage 
the reader's consciousness. The writer anticipates the 
reader's needs and meets his expectations in creating R 
text. The concern for the reader calls for looking ij»to tho 
intentionality or the integrity of the writer. An active 
exploration of author-intention relationship is essential as 
the writer has a definite reader in his mind. He has a 
determinate world of readership and there is always an 
address to a "constituency" "audience" "opponents* and 
"community."^^ 
Concomitant to the integrity of the writer is the 
integrity of the text since both "the writer's intention and 
text's structural features play a powerful role In shaping 
85. Widdowson, op cit. 1984: 84 
88. Said, E.W. 1982 "Opponents, Audiences, Constituencies, 
and Community", CRITICAL INQUIRY, 9, 1982: 3 
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reader's interpretations of what they read." ' This has also 
led to viewing the role of literature in composing programs. 
4-7 Literature and Composition 
Artificial separation marks the characteristics of 
the teaching of literature and composition. These two 
disciplines were so far taught separately, but now there has 
been a demand to reintegrate the study of composition with 
that of literature. Recent research on composing has pointed 
out that merely fitting phrased ideas does not lead to 
composition but "it is a recursive series of complex 
intellectual and cognitive processes in which the writer 
68 
uses language to explore and communicate ideas." Krashen's 
review reveals that a writer's ability does not stem from 
the knowledge of the writing at the competence level but is 
the ability to use the knowledge at the performance level 
through practice that leads to an improvement in composing 
processes. This regular practice of writing and rewriting 
enables students not only to interact with the text, but 
also to learn the process of writing. As a result of this 
process-centred approach, it is now the concern for meaning 
which has dominated emphasis in contrast to grammatical 
competence. 
87. Spack, no Pit. 1985: 706 
88. Spack, np cit. 1985: 708 
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The act of composing which had been separated from 
the reading act is now seen to be linked to the teaching of 
literature. The writing process could be a means to the 
reading process for writing about reading helps the student 
to "unravel their transactions so that we can see how they 
on 
understand." Writing process can, therefore, help the 
process of reading. 
By studying literature, ESL students learn the 
composing strategies many of which they share with the 
native language students. These strategies establish 
connection between literature and composition. The writa-
before-you-read technique, which was applied by Ruth Spack 
in her classroom, serves as a link between the literary text 
and the composing process. It was felt that this technique 
was worth while because "efficient comprehension requires 
the ability to relate the textual material to one's own 
on 
knowledge." The students are able to trust their own 
ideas, because some of them have a place in the text. It 
stimulates their interest, for they are able to compare 
their work with the author's. Petrosky, while agreeing with 
this technique, states that "in order to help students 
89. Petrosky, A. "From Story to Essay: Reading nnd 
Writing", COLLEGE COMPOSITIOH AHD COHMUHICATIOH, 33.1, 
1982: 24 
90. Carrell, P.L. and Joan C.Eisterhold, "Schema theory and 
ESL reading pedagogy", TESOL QUARTERLY, 1983: .558-5.57 
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understand the texts they read and their tesponme, w*> n«9«H 
to ask them to writ© about the text they read."^^ In this 
connection, Bleich's 'response heuristics', which prodncnn 
a structured response, could be a good starting point for 
teaching students how to represent their comprehension in 
writing. Besides, certain focussed free writing and some 
invention strategies could also be helpful to students in 
arriving at the meaning of the text. In addition to these 
techniques for responding to literature, literary journal 
also proves to be beneficial for ESL students, for it 
"enables them to risk expressing their ideas without 
fear...and to trust their own instincts about what they have 
read."^2. 
Literature and composition are not rivals but 
allies in the classroom. Statements on comprehension are 
most compelling, for they make connections between knower 
and the known, text and reader, reading and context. All 
these help increase the linguistic and intellectual 
repertoire of a reader. 
91. Petrosky, OP cit. 1982: 20 
92. Spack, OP cit. 1985:718 
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4.8 Role of Culture 
The arguments for the inclusion of literature in 
the ESL have uptil now revolved around certain issues which 
state its usefulness in terms of providing interesting or 
relevant models or helping in the development of 
interpretive strategies. The other aspect which needs to be 
taken up is the role of culture. Although literature deals 
with certain common elements and universalities of mankind's 
experience, there are certain events which are culture 
specific, for example, aspects of emotion, values, feelings 
or events, points of view, etc. All these aspects form the 
cultural schemata of the ESL learner which differ from the 
presupposed cultural schemata of the text and that of the 
writer and, therefore, nay not necessarily be shared by the 
ESL learner. It-is also argued that the teacher who is not a 
product of the learner's culture may not consider it 
important or necessary to delineate those artefacts which 
are peculiar to learner's cultural schemata, thus leading to 
confusion and breakdown of communication among students. As 
Marckwardt has pointed out "To teach literature is, in 
effect, to teach that part of the culture upon which the 
writing is based. It is a by-product rather than the 
principal purpose; the latter being that of sharing the 
literary experience. Nevertheless, culture has an important 
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role to play.' The need is, therefore, to look into the 
rule of culture in all its ramifications. 
4.8.1 Culture and Learning 
Culture and learning have traditionally been 
studied as separate disciplines.lt has been defined 
variously by different scholars. Notions of culture as that 
which is shared has been studied by the anthropologist, 
whereas the educational psychologists' focus has been on the 
psychological and individual processes through which 
learning takes place. Williams (1965: 56) refers to it in 
his definition in the following words: "There are three 
general categories in the definition of culture. There is, 
first, the 'ideal' in which culture is a state or process of 
human perfection, in terms of certain universal 
values.. .Then, second, there is the 'documentary' in wliich 
culture is the body of intellectual and imaginative work, in 
which, in a detailed way, human thought and experience are 
variously recorded. The analysis of culture, from such a 
definition, is the activity of criticism... Finally, third, 
there is a 'social' definition of culture, in which culture 
is a description of a particular way of life, which 
expresses certain meanings and values not only in art of 
93. Marckwardt, op cit. 1978:47 
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learning but also in institutions and ordinary behaviour." 
Goodenough's (1964: 36) definition states that "A society's 
culture consists of whatever it is one has to know or 
believe in order to operate in a manner acceptable to its 
members. Culture is not a natural phenomenon; it does not 
consist of things, people's behaviour or emotions. It is 
rather an organization of these things. It is the form of 
things that people have in mind, their models of perceiving, 
relating and otherwise interpreting them,"'^^ 
Culture is viewed as knowledge which is shared, 
which is expressed in artefacts and is formulated as rules 
9fi 
or norms. Taylor (1971) argues that there is a range of 
meanings which are more than shared and are part of social 
reality. Shared meanings can be described in terms of 
descriptive rules of how people agree on shared meanings. In 
the context of foreign language teaching it is the 
sharedness of meaning which leads to a sense of community. 
It is this "subjective culture" which Triandis (1972:3) 
refers to when he says "By subjective culture we mean a 
cultural group's characteristic way of perceiving itn noeinl 
94. Williams, 1985 cited in Michael Byram CULTURAL STUDIES 
IH FOREIGN LANGUAGE EDUCATIOH, 1989: 80 
95. Goodenough 1964 cited in Byram OP cit. 1989: 81-82 
96. Taylor 1971 cited in IhJA, P • 82 
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environment... Subjective culture refers to variables that 
are attributes of the cognitive structure of groups of 
97 people." A number of variables which can be shared are 
common here. These are attitudes, beliefs, expectations, 
opinions, values etc. 
What remains to be seen is how far a person who is 
a product of another culture is able to translate the 
experiences of a foreign culture. He is bound to find some 
sameness as well as differences in the cultural and 
linguistic meanings. In order to understand the diff©reiicof! 
he will have to evolve certain techniques and will use 
certain interpretations in order to take the "imaginative 
no 
leap." Interpretation and its usefulness would depend on 
the explicitness, orderliness and its closeness to the 
semantics of the interpreter's dialect. 
At this point it may be mentioned that knowledge 
of language based merely on rules would not provide a real 
language awareness. What is needed for this is overcoming 
the barrier of 'cultural otherness'. Fries (1955) says that 
"the culture and life of people is not junt ntj ndjutu?!. oT n 
97. Triandis 1972 cited in Byram QP cJt, pp.86-87 
98. Byram Ibid. 1989: 87 
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particular language course, sonething alien and apart from 
its main purpose, to be added or not as time and convenience 
may allow, but an essential feature of every stage of 
language learning.'"^^ Lado (1964) similarly m»in».nhm l.lint 
"there can be no real learning of a language without 
understanding something of the patterns and values of the 
culture of which it is a part."^ '^ '^  
The nature of the role of culture implies 
bilingualism for a considerable number of poeple. The 
question raised by Marckwardt is whether competence in a 
particular language should be associated with the 
acquisition of culture as well. However, there is a 
distinction between the perception of a culture and being 
actually governed by it. The attitude, as well as the 
perception of the other culture, has a bearing on the kind 
of literature prescribed and in the learning of a language. 
Thelma Kintanar (1978), who views literature and language as 
touching at certain points, says: "An important focus of 
culture learning is the learning of languages not only 
because language is an important part of culture and an 
99. Fries, C.C. "American Linguistics and the Teaching of 
English", LANGUAGE LEARHIHG 6, 1955: 14 
100. Lado, R. LANGUAGE TEACHING: A SCIENTIFIC APPROACH, 
1964: 149 
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indispensable tool of culture learning but because language 
learning provides analogies to culture learning." ^ 
Kintanar's concern is upon man's awareness of his 
culture and on how literature by being an expression of 
universal human and cultural values provides a tool for 
understanding. Blatchford relates this trend of viewing 
language in relation to society and literature as being 
related to the features of billngualisn and biculturalism in 
EHL countries. However, it uay be mentioned that 
bilingualisB and biculturalisn are not sufficient for living 
and participating in today's independent world. English is 
an international language and English teaching as a global 
profession are natural media. Traditional objective of 
educational activity had been to broaden students' horizon. 
The need is to go beyond it by taking interest in global 
education. Finocchiaro in this context has rightly pointed 
out that "It is our responsibility to prepare learners to 
cope not only with the world's universal problems and 
behaviours, but with its many ethnic and cultural 
systems".^°2 
101. Rintanar, T. "The Role of Literature in Culture 
Learning", cited in Marckwardt, QP clt, 1978:5 
102. Finocchiaro, M. 1982 "Reflections on the past, the 
present and the future", cited in L. Prodromou "What 
Culture? Which Culture? Cross-cultural factors in 
language learning", ELT JOURHAL, 46.1, 1992: 49 
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4.8.2 Cultural Misnatches 
Experience within a culture influences the 
perception of the other culture and this can be explained in 
psychological terms through the help of schemas which help 
us to perceive, organize and interpret social events. The 
mismatches, on the other hand, may be due to the cultural 
misunderstandings between people of different cultures. 
4.8.3 Remedying Bisnatches 
The various reasons which lead to communication 
breakdown between two culturally diverse groups may be 
remedied to some extent by trying to increase the knowledge 
of the other culture. This may mean learning or being more 
conscious of the varied ways in which people structure 
information, the different meanings and nuances associated 
with their speech. The different programmes may benefit if 
closer attention is paid to these aspects and the "effective 
cross cultural understanding as a two-way process has 
particular implications for bilingual, second language and 
1 03 foreign language programs."*" The two-way perspective of 
this programme would imply viewing cultural differencen not 
just of thf=f tnrgoh l»ngnngr» Huh nlno hhoir own, "CMni-ly. 
learning about cultural diffRrnncon in nprrnh rrwi v/>n I. lonn , 
103. Robinson, G.L.H. CROSS-CULTURAL UNDERSTAHDING: 
PROCESSES AND APPROACHES FOR FOREIGN LANGUAGE, ENGLISH 
AS A SECOND LANGUAGE AND BILINGUAL EDUCATORS, 1985: 61 
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ways of structuring arguments, cultural assumptions and 
interaction patterns has an important role to play in 
programs aimed at developing positive cross cultural 
commun icat ion."^^^ 
The need for the language teachers is to respond 
to the cultural diversity of the learners. Finnocchiaro 
(1958, 1969) had stated that "gaining insight into the 
linguistic and cultural background of their pupils" and 
"studying the educational and cultural backgrounds of their 
students" were important skills for the ESL teachers. "^ ^ 
4.8.4 What to Teach 
It is significant for the ESL teacher to be aware 
of the need for presenting cultural information along with 
language. In looking at culture as content t»io imE-orlnut 
questions asked would be what to teach and how to teach. 
Inasmuch as cultural differences may lead to communication 
breakdown, it is important that in addition to the teaching 
of grammar and pronunciation, certain cultural 
104. Robinson op cit. 1985: 62 
105. Finocchiaro, M. 1958, 1969 TEACHIHG EHGLISH AS A SECOHD 
LAHGUAGE, cited in Mary McGroarty and Jose L. Galvan 
"Culture as an Issue in Second Language Teaching" in 
Marianne Celce-Hurcia <ed) BEYOND BASICS: ISSUES AHD 
RESEARCH IN TESOL, 1985: 82 
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ingredients are also taught. The task of the ESL teacher, 
therefore, increases in view of the above DtatomwriL unci the 
need for improved training in intercultural communication is 
felt. The teacher needs to consider variables like the 
setting, learner oharacteristioB and languagr) teooherrj 
familiarity with the learner's background, etc. when it 
comes to dealing with the question of what to teach. Besides 
these variables, another important consideration is the 
selection of literary texts. Literary works chosen in ELT 
are often those written in native or standard variety of 
English. Words written in non native varieties are rarely 
chosen. This selective exclusivity is carried out with a 
belief that if literary works are used they should "acquaint 
1 DR learners with the 'best' English". ^ However, changing 
perspective in the objective of educational activity has 
forced ELT researchers to believe that non native variety of 
English has a potential to serve wider functionn. By tining 
the Singaporean writer Catherine Lin's "The Taximan's Story" 
as an example, Talib has suggested that non literary texts 
can be used not only for the betterment of the students' 
command of the standard language itself but also to enhance 
"the students' socio-cultural awareness, sense of self-
106. Cook, G. "Texts, Extracts and Stylistic texture" in 
Brumfit and Carter (eds) op cit 1987: 150 
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identity, and communicative competence within the community 
they live".^°'' 
Viewing the study of language, literature and 
culture as being inter-connected helps the reader to develop 
certain aesthetic awareness and certain cultural values. As 
rightly pointed by Brod (1982) "first language study (is) 
for one's self, one's mind and one's humanity; second 
language study (is) for one's perception of the 'other' 
1 OR 
society, and thus, ultimately of all humanity."'^" 
Although the role of literature as resource and 
the effect of culture have been identified as the two 
principal influences in the ESL pedagogy and comprehension, 
there are other factors as well which must be taken into 
consideration. The possible impact of these in particular 
merits some discussion : the problem posed by the English 
lexicon, the question about the use of simple text, role of 
translation and the availability of English literature 
translated into the native language. Discussion on these 
factors will be taken up in turn as subsections in the next 
chapter. 
107. Talib, I.B.S. "Why not teach non native English 
Literature?" ELT JOURNAL 46.1, 1992: 51 
108. Brod, R.I. 1982, "Back to the Centre: Activism and the 
Humanties," cited in Margaret Shabka "Language and 
Literature: An Integrated Approach," in Dahiyat and 
Ibrahim (eds) OP cit 1983: 53 
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\U-A 
CHAPTER FIVE 
FACTORS AFFECTING COMPREHEHSION IN ESL PEDAGOGY: 
VOCABULARY, SIMPLIFICATION AND TRANSLATION 
5-1.1 Importance of Vocabulary 
Vocabulary has been a neglected area for ESL 
students and has been described as that which "hardly 
requires formal instruction". The importance of vocabulary 
in language learning need not be overemphasized but it can 
safely be asserted that it has an important role to play. A 
student's thoughts, actions are affected by his/her 
vocabulary. The chief reason for vocabulary study is 
learning the meaning of words and using them effectively. 
The concepts need to be cleared first and it is the concept 
development that needs to be emphasized, for the greater 
number of concepts acquired the greater is the idea which 
can be expressed. Dale (1969) describes vocabulary as a key 
to concept development and says that "meaningful word-
learning ... is ah excellent example of permanent learning in 
action."^ It io this "meaningful word-learn itig" that iieedfj 
1. Hockett, C.F. 1958 A COURSE IN LINGUISTICS, cited in 
Michael H. Long and Jack C. Richards (eds) METHODOLOGY 
IN TESOL: A BOOR OF READINGS, 1987: 307 
2. Dale, E.1969 AUDIOVISUAL METHODS IN TEACHING cited in 
Joseph P.O'Rourke. TOWARDS A SCIENCE OF VOCABULARY 
DEVELOPMENT, 1974: 14 
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to be probed and tasks need to be set up to enhance learning 
words in a meaningful way. However, a scientific method in 
vocabulary instruction is seen to be lacking and Dale 
reminds us that "we do not have basic system for teaching 
vocabulary development. There is no systematic program which 
indicates when certain words- their roots, prefixes and 
suffixes- are to be mastered." Vocabulary development has 
been confined to rote learning or learning in an 
unsystematic and unstructured way. The concern has been the 
mechanics of vocabulary instruction (the how and what), not 
the principles (why) in vocabulary and languaf?e devel opmnrt t . 
5.1.2 Vocabulary Teaching: A Short History 
The history and development of vocabulary teaching 
is not just of old insights leading to new ones but 
ideologies or fashions that have succeeded each other. 
It was as early as 1880 when Frenchman Francois 
Gouin offered a new system for learning vocabulary which 
consisted of arranging words into sets corresponding to 
sequences of actions and which today is viewed as being 
similar to present day schema theory. 
liiid, P-16 
Gouin, F. 1880/1892. THE ART OF TEACHING AND STUDYING 
LANGUAGE, cited in Ronald Carter and Michael McCarthy 
(eds.) VOCABULARY AND LANGUAGE TEACHING, 1988: 39 
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It was in the 1940s, 50s and 60s that vocabulary 
was pushed into the background in the teaching of foreign 
languages. Fries (1945) stated that learning a new language 
was not just learning its vocabulary but mastering its sound 
system and grammatical structure. A learner needs just 
enough vocabulary to practise the sentence structures. The 
four different kinds of words which need to be mastered are 
function words, substitute words, words of negative/ 
affirmative distribution, and content words. It was during 
the period of 1945-1970 that vocabulary was viewed as an 
aspect of language teaching in its own right. 
In the 1970s discontent spread regarding the 
position of vocabulary. Wilkins (1972) was bemoaning the 
neglect of vocabulary in the audio-lingual era and stated 
that "Without grammar very little can be conveyed, and 
without vocabulary nothing can be conveyed.' His 
significant contribution was his attempt to bring to 
vocabulary teaching the insights of lexical semantics. 
5. Fries, C.C. 1945 TEACHIHG AHD LEARNING ENGLISH AS A 
FOREIGN LANGUAGE, in Ihlsi, p.40 
6. Wilkins, D.A., 1982. LINGUISTICS AHD LANGUAGE TEACHIHG, 
cited in Carter and McCarthy (eds) QP cit 1988: 42 
7. Twaddell, F. 1972. "Linguistics and the Language 
teacher", XtLld 42 
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It was around 1972-73 that Twaddell argued how 
vocabulary teaching based on the criterion of frequency was 
not possible and neither was it possible to teach the 
o 
learner all the words. He saw the need to teach the 
learners guessing strategies in order to be self-reliant. 
Vocabulary was now being viewed as a language skill and the 
responsibility was shifted to the learner. In the middle 
70s, the relationship between vocabulary and learning task 
was further established and reading was viewed as being 
important in vocabulary development. Further emphasis was 
placed on learning words in context. The semantic structure 
of lexicon was viewed as a challenge to reviving vocabulary 
teaching. By the mid 70s there was a concern with vocabulary 
teaching and learning and the need to incorporate insights 
of lexical semantics. 
The last years of 1970s stressed the need for 
learners interest and subsequently lexicon became attuned to 
learners' needs. Judd (1978) stressed the need for 
vocabulary instruction as early as possible and words were 
Q 
taught in rich linguistic environment. By the end of 70s 
the place of vocabulary in language teaching had been ntnfrod 
8. Twaddell, F. 1973. "Vocabulary expansion in the ESOL 
classroom" Carter and McCarthy, op cit 1988: 42 
9. Judd, E.L. 1978 "Vocabulary teaching and TESOL: a need 
for reevaluation of existing assumptions". in JJiid, 
p. 45 
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and lexical semantics was viewed as providing powerful 
insights. 
The 80s saw further probe into the question and 
the need to make a distinction between vocabulary that 
should be pretaught, that which could be guessed in context 
and vocabulary which could be studied after using the text. 
Wallace (1982) emphasized meaningful presentation of 
vocabulary, inferencing, creation and activation of 
learner's background.^^ Rivers (1983) views vocabulary 
teaching as helping learners in analyzing their meanings in 
relation to their cultural and linguistic background. 
Gairns and Redman (1986) stress the need for 
learner engagement and suggest techniques for self 
motivation. The recent trend focusses on the learner's 
active involvement and the need to assist vocabulary 
learning according to the requirements, purposes and goals. 
5.1.2.1 Current Trends in Vocabulary Teaching 
Vocubu.lary acquisition needs to draw a 
distinction between comprehension and production. 
10. Wallace, M.J. 1982. TEACHING VOCABULARY, cited in 
Carter and McCarthy op cifc 1988: 48 
11. Rivers, W.M., 1972/1983. SPEAKIHG IN MANY TONGUES, in 
lhJA> p.48 
12. Gairns, R. and S. Redman, 1986. WORKING WITH WORDS: A 
GUIDE TO TEACHING AND LEARNING VOCABULARY, in ihld, 
p. 49 
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Comprehension entails "strategies that permit one to 
utilitytt-jIttttii wordfcj and store them, to commit them to memory", 
while production concerns "stretegies that activate one's 
storage by retrieving these words from memory, and by using 
them in appropriate situations". 
5.1.2.1 (i) According to Nattinger (1988) comprehension 
performs the following functions: 
5.1.2.1 (i.a) Enhances understanding 
The task is helping students in understanding what 
unfamiliar words mean. It needs to be stressed that a word 
needs to be experienced in its context and that the 
dictionary needs to be used only as a last resort. 
Contextual clues are guided by the topic and it can also be 
provided by a topic. Certain features of discourse also 
provide clues for understanding vocabulary alongwith 
grammatical structure and intonation. Some of the examples 
of the contexts which provide the meaning of an unfamiliar 
word could be in the use of synonyms, cause and effect, 
description, or through examples. Word meaning is further 
determined by morphology and this is done by giving the list 
of roots and affixes to the learner. 
13. Hattinger, J. 1988 "Some current trends in vocabulary 
teaching", in Carter and McCarthy, (ed.-a) op cit 1988: 
62 
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5.1.2.1 (i.b) Enhances storage in nemory -
In order to enhance storage in memory the emphasis 
needs to be on content words. Function words are more easily 
compreVienBible because they recur frequently and are few in 
number. It is the content words like the nouns, adjectives 
and adverbs which, because of their infrequency of use and 
abstract concepts, (exceptions being concrete nouns) become 
more difficult to handle. Secondly, form may be more 
important than meaning, in remembering a vocabulary item. 
For comprehension purpose one needs to rely on form to lead 
us to meaning for by visualizing a shape one could try 
remembering the word. 
Further, it is not Just the meaning- sound which 
helps us link the word but the context under which learning 
or experiencing the word has taken place is also equally 
important. So a word needs to be presented in a network of 
associations for effective comprehension. Some other devices 
helpful for retention of word.s are the mnemonic devices, 
loci and key words. Mnemonic devices enhance storage by 
encouraging students to use memory techniques in helping 
retention of words. Loci is a very old device of effective 
retrieval of a word from memory and familiar sequence of 
visual images are easily recalled. A visual image is formed 
and is placed in the loci of one's memory and later 
retrieved. In paired associates words of similar sounds and 
15£ 
meanings are linked together. A further extension of paired 
associates is key word technique which facilitates 
pronunciation and is used for students at the beginning and 
advanced levels. 
5.1-2.1 (i.c) Perception and action -
These are basic processes affecting language 
acquisition. The subject's interaction with the surrounding 
is a major factor in language acquisition, for this 
relationship provides associations and subsequently leads to 
the recognition of words. 
Collocation is another way of associating 
comprehension where the meaning of a word is viewed as being 
associated with words with which it commonly associates. The 
use of collocations further permits one to know what kind of 
words they can expect to find together. 
5.1.2.1 (ii) The functions performed by production are as 
follows: 
5.1.2.1 (ii.a) Vocabulary use -
The use of vocabulary itoma cnn bogiii with t.hr> 
small amount of items learned instead of waiting for 
precision and accuracy in production. One way of effective 
use is pidginization where students are encouraged to 
communicate in the best way they can rather than limiting 
the use. Content words are found to be more useful here than 
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abstract words and inflectional affixes should not be 
insisted upon when the same can be taken care of by 
invariable nouns and verbs. 
Circumlocution also assists in coining a word to 
fill up the gaps. The devices used here could be 
derivations, compounding, blending or back formation. 
Derivation is a method of creating new words by allowing 
them to expand vocabulary without memorizing new words. 
Compounding is a common way of forming new words but the 
problem is in suggesting systematic ways for teaching the 
rules here for it may vary from one language to another. 
5.1.2.1 (11.b) Vocabulary retrieval-
Ways to increase the probability of retrieving 
words are needed and techniques enhancing production need to 
be centred on meanings of words not just on the forms. 
Words related to particular situation may help in 
effecting relationship among then. A situation dealing with 
bank may lead to the production of words like credit. 
cheque, change. accQunt, bank draft> deposit, saving. 
Semantic sets contain words linked by inferential 
relationships and are, therefore, ways of bringing words 
together so that these inferential associations become 
clearer. Words can be grouped as: synonyms which may be 
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formal and Infernal (wonan and fenale), pootio and non-
poetic (bough, branch), positive and negative (strict and 
cruel) core and intensifier words (helpful and 
philanthrope); or antonyns (above, below); or coordinates 
(orange, apple); or superordinate (ice, snow); or 
subordinates (animal, fox). Senantic sets are also 
illustrated by groups of verbs which have variations in 
meaning and "illustrate how senantically similar verbs can 
have different syntactic, semantic and pragmatic 
restrictions."^^ 
The importance of metaphor as exerting a powerful 
influence on how we think and act has been stated by Lakoff 
and Johnson (1980) . These metaphors can make us understand 
something which is abstract or mysterious in concrete terms. 
For example, metaphors arising from control as being 
associated with exerting influence on the other person as 
in: 
She is out of control 
She is out of one's reach. 
14. McKay, S. "Teaching the syntactic, semantic and 
pragmatic dimensions of verbs," TESOL QUARTERLY 14, 
1, 1980: 19 
15. Lakoff, G, and M. Johnson, 1980. METAPHORS WE LIVE BY. 
cited in Carter and McCarthy (eds) QD cit. 1988: 73 
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Collocations are useful in production »n w»»n. 
They illustrate the importance of using certain itens 
instead of reconstructing it every tine, e.g. approachable 
person, friendly disposition, etc. 
5.1.3 Progranne for Vocabulary Development 
A planned vocabulary programme influences students 
reading skills at various levels. Vocabulary need not mean 
rote memorization of unknown items but should be viewed as 
an organic part of general language development. An 
effective vocabulary programme would mean dealing with word 
analysis and the study of roots and affixes. However, 
Deighton (1959) in his analysis of vocabulary instructional 
programme pointed out that often programmes dealing with 
affixes are inadequate and often misleading. He points out 
that in certain suffixes like -aiiC£., -finiifi., -a±iim.> -tnda 
the part of speech (a noun) can be guessed but not the 
meaning. Further, one prefix can have more than one meaning, 
as ds.- in derail (to run off) and decry (to belittle). Thus 
determining which one gives the right meaning in a 
particular unfamiliar word is a problem. The solution here 
16. Deighton, L.C. 1959. VOCABULARY DEVELOPMEHT IH THE 
CLASSROOM, in O'Rourke, OP oit 1974: 30 
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could be by pointing out the key prefixes for tha 
understanding of Meaning. By learning a key prefix such as 
pro-Cforward) the students can transfer this knowledge to 
many words such as prQCOgd> prQPgI> proposal etc. Rourke 
17 (1974) suggests a taxonomy of generative combining forms 
in which roots and affixes are hierarchically arranged 
according to the principle of complexity- from easy to hard. 
A list of roots and affixes would help in familiarizing the 
students with the easier ones in the early stages of 
learning. The learning process here may involve learning 
easier items like UHZ., EXfi.» afijal* pro-, and roots like 
tacit, tetra.>hypgr or prefixes like dyB-> pseudQ-> aifigAri 
could come later. 
For learning vocabulary, the study of 
morphological features is not a desirable end in itself, but 
is the knowledge of learning basic affixes which helps in 
decoding words and arriving at meaning. Students are taught 
to recognize basic word forms and the way they combine 
certain affixes. Latin and Greek affixes commonly occur as 
compound words with bound bases, and are, therefore, handled 
differently from roots with derivational affixes. The first 
is taught by list definitions for example, telephone. 
17. 0'Rourke OP cit 1974: 108 
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phototfraph etc. and the second, for example, electrn-
gncep.halograph ©tc. is usually not taught at all since it 
consists of rarely occurring scientific registers.^^ 
An effective and systematic approach here means 
teaching key words as part of the vocabulary program and 
fitting this into the system. This transfer involves moving 
from familiar to unfamiliar words. If the place of 
vocabulary is to be viewed in the curriculum design it 
ranges from needs to evaluation. The objectives would 
include short and long term goals. The teacher is 
instrumental in mapping the field for the student, framing 
the learning strategies, identifying the learning obstacles. 
An effective program teaches the student to think 
critically. Students learn to compare, classify, hypothesize 
and be creative to use their imagination in retrieving 
concepts. 
A systematic structured approach to vocabulary 
development involves learning the following items among 
many- the use of contextual clues, use of compounds, 
structure words, etymology, inflections, dftrlvahlonn, 
denotation and connotation, semantic difference, figures of 
speech, etc. In general a systematic approach to vocabulary 
study would provide wider experiences in three major aspects 
18. Nattinger, op cit 1988: 88 
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of language structures, nan^ly, phonological, morphological 
and syntactic, which are to be nastered. However, of the 
three, it is the morphological aspects of language that are 
particularly important as they affect vocabulary 
instructions. Under the morphological aspects, it is the 
word analysis that forms the nucleus of a systematic 
programme of vocabulary study. 
5.1.3.1 Nord Analysis 
Word analysis entails breaking words into 
components with roots and affixes. Teaching roots fixes the 
meaning and makes it transferable to other items in the 
learning process. Knowing the root meaning of a word helps 
the students mnemonically. It helps him develop memory 
patterns that educe concepts with wide applicability. For 
example, knowledge of the root pavohe would help one to 
understand words like pfjychiatrv. psYchic, psvchoanalvaia. 
psychologist and psychopath-
O'Rourke (1974) suggests that systematic word 
study influences the higher mental process such as the 
creativity of the student. This means combining meaningful 
roots into meaningful word-forms e.g. autovision (seeing one 
self electronically), tiftlftW^ ves (far off waves), etc. 
Conceptual understanding is related to the ability 
of establishing relationships between concepts. The 
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developnent of vocabulary is suggestive of the developnent 
of concepts and of building new ones. One root can lead to a 
whole array of words and its meaning. The following example 
illustrates this in case of the root being mal- or bene-: 
mal-
malefactor 
malevolent 
naliolous 
malign 
malignant 
maligner 
maladjusted 
malady 
malcontent 
malediction 
malnutrition 
malpractice 
malfunction 
bene-
benefactor 
beneficial 
beneficiary 
benefit 
benevolent 
benign 
benediction 
The transferability and fixation of meaning becomes 
more effective if the decomposed roots and affixes are of 
Latin origin. Latin affixes and roots are useful in two 
ways. They help the learning of unfamiliar words by relating 
them to known words or roots and affixes and also in 
checking whether an unfamiliar word has been correctly 
guessed from the context. Some Latin prefixes occur in many 
different words. Taking Thorndike's word list, Stauffer 
"found that 15 prefixes accounted for 82 percent of the 
total number of occurrences of prefixes used in words in the 
list".^ To make use of affixes and roots effectively. 
19. Stauffer R.G. 1942. "A Study of prefixes in Thorndike 
list to establish a list of prefixes that should be 
taught in the elementary school", cited in I.S.P. 
Nation, TEACHIHG AHD LEA,RNIHG VOCABULARY, 1990: 189 
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learners require certain skills. They require to break now 
words into parts to reveal the affixes and roots. They need 
to know the meanings of the parts and they also need to be 
able to relate the meaning of the parts, and the dictionary 
meaning of the new word. Inasmuch as meaning remains 
crucial here, one of the most effective ways of learning the 
meanings of affixes and roots would be to use ""master words' 
20 technique of Thompson (1958) in which few words are used 
to remember several affixes and roots, as given below: 
The fourteen words (keys to the Keanings of Over 14,000 
words): 
Prefix Common Meaning 
pre-
de-
inter-
ob-
in-
Bono-
epi-
ad-
un-; com 
before 
away, down 
between, among 
against 
into 
alone, one 
upon 
to, toward 
not; together, with 
20. Thompson, E. 1958 "The 'master word' approach to 
vocabulary training cited in Nation, op cit 1990: 171-
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lea 
non-; ex- not; out, beyond 
re-; pro- back, again; foward, for 
in-; dis- not; apart, not 
over-; sub- above; under 
nis-; trans- wrong; across, beyond 
Once the word analysis has been carried out, then 
the task is to connect meanings of analyzed roots and 
affixes to the meanings of particular words. 
An effective vocabulary instruction was viewed as 
being able to provide a conducive environment for student 
involvement, i.e. a learner-centred explanation, instead of 
rote memorization. The learner-centred perspective may be 
related to a model of memory called "depth of processing" 
which suggests that one's retention is improved by working 
hard to process stimuli. It was observed that giving 
background information or semantic orientation tasks 
produced better memorization tasks. Haggard (1980)'^'' in his 
significant study revealed that words retained and learned 
easily were words which were a key to understanding other 
words like common roots and affixes. Students need to be 
exposed to programs by providing repeated exposure. 
21. Blachowicz, C.L.Z. "Vocabulary Development and Reading: 
From Research to Instruction" 1985: 877 
22. lizid, p. 878 
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5.1.4 Vocabulary and Reading 
The relationship of vocabulary to reading seems to 
be dialectical in nature. The effects of vocabulary 
knowledge may be seen on reading, and reading, in turn, 
increases vocabulary knowledge. 
The readability vocabulary of a text is to a 
large extent bound up with vocabulary difficulty . It is 
the word frequency and the sentence length which affect the 
readability of a text. There are obviously a number of other 
reasons for the difficulty level but one needs to pay 
attention to the vocabulary level over here. Davis' (1988, 
1972)"^^ investigation into identifying subskills within the 
ability to read pointed to four factors, namely, recalling 
word meaning, determining meaning from context, finding 
answers to explicit questions, and drawing inference. Of all 
it was vocabulary which was the strongest subcomponent of 
the ability to read. 
Although research indicates that low frequency 
vocabulary has a negative effect on comprehension, what is 
the optimal ratio of unknown to known words in a text is not 
23. Carter and McCarthy (eds) op cit 1988: 97 
24. Ibid, p.98 
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knonn. It is argued that good readers have a good connand 
over language so words are recognized sooner whereas poor 
readers do not have enough vocabulary to take advantage of 
the context in understanding the text. Successful ESL 
instruction, therefore, needs to take into account the 
vocabulary knowledge. 
Anderson & Freebody (1981)^^ have described two 
ways of looking at the relationship between vocabulary and 
reading. The first one is called the 'instrumentalist 
position' which suggests that reading comprehension depends 
upon access to word meanings. Automaticity training is an 
important component of this model, relating it to the models 
of reading that emphasize rapid lexical access, and models 
of memory that emphasize associational links between words 
and their defining characteristics. These models involve 
rote learning of words and their synonyms or definition. The 
second one is 'knowledge position' which suggests that 
improvement in vocabulary level is because of the conceptual 
knowledge. It reflects models of memory, stressing semantic 
networking. The question remains about how in semantic 
25. Anderson, R.C. and P. Freebody. 1981 "Vocabulary 
knowledge" in J.T. Guthrie (ed) COMPREHENSION AND 
TEACHING: RESEARCH REVIEWS 
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networking associative networks are acquired. Meara (1982) 
suggests that "Given the right sort of coaxing, words from 
the second language do end up by beconing fully integrated 
into the learner's personal lexicon". Coaxing of the right 
kind "effectively incorporate words into appropriate 
semantic networks so that these words begin to have the 
07 
same neaningfulness as for native speakers'. When learners 
encounter new words, they begin to consider them not as 
separate items but as elements belonging to semantic 
networks, which can only be understood within the context of 
such networks. This makes the study of context important. 
5.1.5 Context 
Context is related in terms of linguistic features 
like morphological, syntactic, and discourse, as well as a 
background knowledge of the subject matter of a given text 
possessed by the reader. Adams' (1982) study revealed that 
facilitating background knowledge resulted in a significant 
increase in guessing word meanings. Studies in getting the 
28. Meara, P. "Vocabulary acquisition: A neglected aspect 
of langauge learning", in V. Kinsella (ed) SURVEYS, I, 
1982: 118 
27. White, C.J. "The role of associational patterns and 
semantic networks in vocabulary development", FOFUM, 
XXVI, 4. 1988: 11 
28. Adams, S.J. 1982. "Scripts and the recognition of 
unfamiliar vocabulary: Enhancing second language 
reading skills." in Carter and McCarthy (eds) op cit 
1988: 102 
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moaning of a word focu«3 attention on tho cluen avnilnbln nnd 
its effect on the learner and learning words from context 
focus attention on what has been retained in recollection of 
a context. 
Studies on contextual guessing showed that high 
proficiency learners guessed between 85-100% of the unknown 
words (Liu 8f Nation 1984). Learners can be expected to 
guess between 80 - 80% words if the density of the unknown 
to known words is not too high. Density here is the ratio of 
unknown words in a text. Other variables are the frequency 
of occurrence of word in a text, the closeness of contextual 
information to the unknown word, and the use of prior 
knowledge. This calls for looking into a strategy for 
guessing from context. 
The strategy used in effectively guessing from the 
context presupposes that learners have a sufficient command 
over vocabulary, grammar and reading skill and that they 
bring some relevant background knowledge to the text. Tho 
strategy consists of five steps''^ which are as follows: 
29. Liu, W. and I.S.P. Nation 1985 "Factors affecting 
guessing vocabulary in context" in Ibid. p. 103 
30. Carter and McCarthy (eds) Qp cit 1988: 104-105 
173 
1. Finding the part of speech of the unknown word. 
2. Looking at the immediate context of the unknown word 
and simplifying it. 
3. Focussing on the wider context of the unknown word 
which would mean looking at the clause containing the 
unknown word and the surrounding olaunnn. 
4. Guessing the meaning of unknown word. 
5. Checking to see if the guess is correct. 
Both first and second steps focus on the word 
itself and the pattern it fits into with the words close to 
it. Learners may often be lead to incorrect guessing by 
being misled by the form of the unknown word. Step 2 in the 
strategy could be sorted out by listing information that 
learners can look for, like trying to answer the question 
"what does what" in relation to the unknown word, making use 
of related phrases and relative clauses and interpreting 
punctuation marks, etc. 
The third step in the strategy focusses on clauses 
and sentences which include cause and effect, contrast, 
explanation, arrangement etc. Researchers have developed 
lists of clues to help in deriving the meaning of an unknown 
word. The list can be divided into two main types- those 
based on semantics and those based on sources of clues. 
Guessing strategies aim towards teaching students the rnnge 
of available information provided from the context. 
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The fourth step deals with the guesses made by the 
learner in Lj^  or in L2. 
The. last step deals with strategies used for 
checking guesses like checking the part of speech of the 
unknown word, breaking the unknown word into parts to see if 
the meaning relates to the guess. One of the conmon sources 
of error with untrained learners lies in guessing using the 
form of word instead of the context (for example, habitat 
was guessed as habit. offFFpr^ "^^  as the end of soring etc.). 
Therefore, teaching vocabulary in context becomes essential. 
5.1.8 Vocabulary in Context 
Vocabulary instruction half the time did not 
include context and the difficult words were treated in 
isolation. It was as early as in 1904 when H.G. Chambers 
wrote that "...the commonest way and perhaps the best wny ho 
promote growth of content in words is to allow the child to 
infer the meaning from context".*'^ Infact, of the three ways 
as suggested by Marckwardt*^^ for coping with the problem of 
vocabulary, namely, memorizing, dictionary consultntion, 
31. Chamber, W.G. 1904 "How words get meaning" in O'Rourke 
oD cit 1974: 24 
32. Marckwardt, A.H. THE PLACE OF LITERATURE IN THE 
TEACHING OF ENGLISH AS A SECOND OR FOREIGN LANGUAGE. 
1978: 52 
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and derivation of word-neaning from the context, it is the 
derivation of word-meaning from context which seems to be 
the most appropriate. 
Herds, therefore, need to be taught in context for 
they are easier to arrive at meaning and it also provides 
practice in the four cueing systems, namely, syntactic, 
semantic, graphonic, and schematic cueing. Of the two 
methods, namely, direct and indirect, which form the two 
ends of a continuum of vocabulary teaching, Stahl 
preferred to choose the direct one. He talks about three 
principles in teaching vocabulary directly. One is giving 
both context and definition, for providing only definition 
does not always lead to improved comprehension. Better 
comprehension is achieved by providing examples of words in 
context. The second principle believes that memory and 
comprehension are improved when information is processed at 
a deep level. Giving multiple exposure to the word by using 
repetitions of the same material or different context each 
time is also effective in comprehension is the tliird 
principle of Stahl. 
33. May, F.B. READING AS COMHUHIATION: AN INTERACTIVE 
APPROACH. 1990: 182 
34. IMd, p.202 
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Son© context clues prior to reading are the 
following: 
(a) Place clues- students here are nade to notice 
syntactic cues instead of getting involved in a formal 
discussion of syntax. 
(b) Memory clues- help in noticing semantic cues that 
trigger schematic cues. Asking questions related to the 
vord and raking up memory is suggested here. Questions 
like 'what does this word remind you of?' 
(c) Definition clues- usually do not require much 
explanation. 
(d) Mood clues- these may require explanation on part of 
the teacher. 
(e) Building - block clues- by adding suffixes to the 
original words. 
(f) Interpreter clues- these are derived from 
interpretations or inferences drawn by the reader and, 
therefore, may be the most difficult to demonstrate, 
e.g. His face W«H pwle and he walked slowly. 
Reading skills fall into the following categories, 
namely, mechanics, syntax, vocabulary and comprehension. The 
skill of interpreting words and encountering new ones is one 
which the ESL student faces after he has completed the 
initial stages of reading. The new vocabulary can be 
approached in different ways and various suggestions have 
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been given by researchers. A student can take the help of a 
diotionnry in tfuwnnlnfl th» montiliig of a word but IL loadu Lo 
time being involved in just turning pages and it may even 
break up the thought of a student. 
For the native speaker of English it is guessing 
from the context which provides an answer to some extent. 
Inferring meaning from the context provides for meaningful 
learning and as suggested by Twaddell (1972) "as the learner 
moves from the protection of rigorously controlled 
vocabulary into something like a real use of the foreign 
language, the skill of sensible guessing becomes a major 
teaching objective.'"^ 
36 Rivers (1968) also suggests introducing 
vocabulary items in a way which would help students to infer 
the meaning from the context. Morris <1971) suggests 
exercises in word formation, using the context for word 
recognition, and in using context clues for meaningful 
learning. Kruse^ has developed a list of various types of 
35. Twaddell, W.F. 1972, "Linguistics and Language 
teachers" in John Honeyfield, "Word frequency and 
Importance of Context in vocabulary learning", 1987: 
319 
36. Rivers, W.M. 1968. TEACHIHG FOREIGN LANGUAGE SKILLS, in 
Anna Fisher Kruse, "Vocabulary in context" 1987:313 
37. Ihld, p.313 
38. IMd, pp.313-314 
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contextual a ids in vocabulary development which are as 
follows: 
(a) The study of prefixes, suffixes and roots 
(b) Clues of definition 
(i) physical characteristics 
(ii) synonyns and antonyns 
(c) Inference clues fron discourse 
<i) example clues 
(ii) summary clues 
(iii) experience clues. 
Exercises suggested by Honeyfield (ISS?)*^^ have 
proved useful in developing the skill for inferring meaning 
from context. The exercises are Cloze Exercises, Words-in-
Context Exercises, and Context Enrichment Exercises. 
(a) Cloze Exercises-
One common way of preparing this is deleting every 
5th item. Many functional words may be deleted here and 
these can be inferred from the context. So the simplest way 
is to delete every fifth content word. One way of making 
this easier is to get students to discuss the different 
information available from a passage. This can be divided 
39. Honeyfield OP cit 1987: 319 
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into syntactic, senantic, pragnatic and factual. Syntactic 
information gives infornation about a missing word's 
position in a sentence and the part of speech of the 
missing word. Semantic information is concerned with the 
content of the passage and a reader's ability to guess is 
helped by the word which precedes or follows the blank. 
Pragmatic information is concerned with ways in which 
writers use the language in communication as in expanding, 
detailing or contrasting information. Factual information 
too can help in deriving meaning by providing some relevant 
information and this can be part of classroom discussion. 
(b) Words in Context Exercises-
After having located the difficult words the 
classroom discussion can concentrate on how to guess its 
meaning. 
(c) Context Enrichment Exercises-
By taking the context into account students can 
infer the meaning of a word faster. Exercises of this kind 
help in drawing attention to how context helps in 
comprehension skills. 
Once learners have acquired a minimum vocabulary 
of two or three thousand words they can use the reading 
skills to further augment their vocabulary stock. This makes 
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vocabulary learning and reading as complementary to each 
other. 
5.2.1 Simplification: An Introduction 
The need to use simple texts for the ESL learner 
is increasingly felt because of the limited vocabulary and 
cultural inaccesibility of the student. The desire to 
include great works of literature may be doomed to failure 
for it may mean shifting the burden to the teacher leading 
to word glossing, syntactical interpretations and the 
filling up of cultural gap. The student's inability to 
participate meaningfully may result in a loss of interest 
and the desire to take active part in the class. 
An attempt to teach some delightful prose passage 
of classical worth may mean encountering similar problems of 
sentence length and Latinate diction as in the following 
passage taken from of Charles Lamb's "In Praise of Chimney 
Sweepers": "Him shouldest thou happily encounter; with his 
dim visage pendent over the grateful steam, regale him with 
a sumptuous basin...so may thy culinary fires, eased of the 
o'er charged secretions from thy worse-placed hospitalities, 
curl up a lighter volume to the welkin..." If these are 
dismissed as being archaic how effective are the passages 
taken from the twentieth century writings? This attempt may 
also not necessarily lead to lessening the burden in many 
cases. A prose passage by Aldous Huxley, G.K. Chesterton or 
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Herbert Read would be inpenetrable at the level of ideas. 
The title may be misleadingly siuple as Huxley's Pleasures 
or Chesterton's Qn the Pleaaures of no lontfec being vBrv 
tounjl, but the senantic density and interpretation here 
would denand once again a lot fron the teacher's side 
leaving very little for the learner. The need for the use of 
simple texts is felt increasingly at this stage. Simple 
texts would mean texts written especially for the ESL 
learners keeping in view their vocabulary in mind and 
comprehensibility. In a situation where readers have 
difficulties with classroom texts, there was a tendency^^ to 
prepare the reader to cope with more difficult texts and to 
eschew simplification of texts. This was, according to 
Nuttall (1985) motivated partly by the claimed superiority 
of "authentic text" as a model of language in communicative 
use. There are signs, however, that the claims for 
'authenticity' are not taken as literally as they once 
were ^ and majority of the reading course books make a case 
for simple texts. 
40. Nuttall, C. 1985 "Survey review: Recent materials for 
the teaching of reading", ELT JOURNAL, 39, 3 
41. Horan, C. and E. Williams "Survey review: Recent 
materials for the teaching of reading at intermediate 
level and above", ELT JOURNAL, 47, 1, 1993: 68 
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Thus the prooess of slnplification becones one of 
the ways of solving the problem of incomprehensibility of 
the ESL learner. Simplification has been defined as "the 
selection of a restricted study of features from the full 
range of language resources..."*^ 
5.2.2 CharaotoriBtioB of 8inp11floatIon 
Hiddowson (1978) makes a distinction between 
simplified versions and simple texts. Simplified versions 
are "passages derived from genuine instances of discourse by 
a process of lexical and syntactic substitution," while 
simple texts present a "different discourse altogether". 
Further, a simplified version, according to Widdowson, "uses 
its source as a script, whereas a simple text uses its 
source (where one can be specified) as a prompt.". The 
other distinction between the two can be observed in terms 
of medium, secondary writers' stance and secondary writers' 
starting point. Thus, while the simplified text would be 
narrated within the same medium or genre (drama, prose, 
fiction, etc.) as the original, the simple texts may be in 
different medium from the original. Further, the secondary 
42. Davies, A. 1984 "Simple, simplified and simplification: 
What is authentic", in M.A. Lucas "Systematic 
grammatical simplification", IRAL, 29, 3, 1991: 241 
43. Widdowson, H.G. TEACHING LANGUAGE AS COMMUNICATION, 
1978: 88-89 
44. IMd, p.89 
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writer in simplified version keeps to the framework of the 
original text, whereas changes may be there in a simple 
text. Also> the secondary writer of a simple text starts 
writing by restricting his thought processeB to simple 
terms, a writer of a simplified version, on the other hand, 
starts with a complex code like that of the original text 
and then translates into another code which is simpler. 
5.2.3 Types and Processes of Simplification 
Simplification may be identified as being related 
to five main types (Lucas) : 
lexico-semantic, 
cultural, 
dialectal and ideolectal, 
grammatical, and 
textual. 
Simplification can be either of the language or 
the content. Linguistic simplification takes into account 
the vocabulary and structure lists of learners at different 
45. Lucas, OP cit 1991: 243-244 
46. Honeyfield, J. "Simplification" TESOL QUARTERLY, 11, 4, 
1977: 431-432 
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lovola. It may (sntall both tho structural simplification as 
well as paraphrasing. In the former, the complex sentences 
are broken up into simple or conpound sentences, while the 
latter may lead to expansion. The content simplification may 
involve either complete rewriting or abridgment. 
Simplification involves three procenson, iinmoly, 
replacement, omission and addition. Secondary writers make 
these changes in accordance with the purpose of explaining 
or clarifying certain dificult lexical or grammatical 
structures in the text. This may also lead to the 
lengthening of the text but the purpose of simplification, 
which may be of making the text comprehensible, is achieved. 
Depending upon what the motive is, the act of simplification 
may either entail the process of adaptation or abridgement. 
If the motive is to make the text understandable for a child 
or for a non-native speaker then it invokes the process of 
adaptation. This motive may mean varying the length of the 
narrative from either shortening it or lengthening it. In 
the case of abridgement, the length of the literary piece is 
reduced and it is generally applied in those classes where 
translation is predominant. It involves reorganizing the 
narrative to create a linearity where linking passages may 
also be used for the purpose of clarifying certain notions. 
Marckwardt (1978) while talking about abridgement says that 
specific details and non-standard language spoken by the 
characters are lost and "one seems to have the bonea of 
skelton rather than a fleshed-out body". Thus, despite the 
claim that the process of adaptation leads to the erosion of 
the original text structure, adaptations do maintain a high 
degree of sameness to the original. 
Many simplified texts for second language learners 
are adaptations of fuller texts which are often well known 
stories by writers like Dickens or Brontes. More recent 
classics have been added to the traditional ones, as that 
there is a range of simplified adapted texts to choose from. 
The advice of Hedge (1988), the editor of "Oxford 
Bookworms', to authors adapting pulished novels is: "It is a 
good idea...to try out an adaptation by creating an 
intuitive re-telling and then to see what level this fits. 
You can then work on it further to bring it within the 
language controls of the most appropriate level." 
5.2.4 Criticisn 
Simplification has not been without criticism. It 
is bemoaned that it tends to produce a homogenized product 
and reduces readability and communication. While talking too 
47. Harckwardt, op cit 1978: 59 
48. Wallace, C. READIHG, 1992: 78 
ise 
nuch about reliance on sinplified notes, paying thereby very 
little attention to the teacher or the text, T.S, Eliot 
warned that 'the multiplication of critical books and essays 
may create...a vicious taste for reading about works of art 
instead of reading the works themselves, it may supply 
opinion instead of educating taste." It has been seen 
that in the recent years there has been a spurt of booklets 
"of potted critical judgements which students can use as an 
effective prevention against any personal contact with the 
actual texts. These booklets thus become part of the study 
of literature and enable students to make critical comments 
as if they had read the original."^^ 
It has been observed that the process of 
simplification rubs away the emotional and aesthetic appeal 
and might lead to complacency among students. Nelson Brooks 
(1960) states that simplification is an "act that does 
unwonted violence to the author's intent and lullo the 
49. Eliot, T.S. 1951 SELECTED SIX ESSAYS, cited in Pronoti 
Sinha, "The lecture method-uses and alternatives', 
1990: 4 
50. Widdowson, H.6. "The teaching, learning and study of 
literature", in Randolf Quirk and H.G. Widdowson, 
(eds.) ENGLISH IN THE WORLD: TEACHING AND LEARNING THE 
LANGUAGE AND LITERATURES, 1985: 185 
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reader into a false sense of security". ^ Marckwardt too 
says that the process detracts attention from the larger 
neaninfl and thoir sifltiificance nay be hard to isolate. The 
complaint that the appeal is lost has been pointed out by 
Vincent (1987) too, who refers to sinplification as "...pale 
imitations of original writing, in thin, stilted language, 
lacking all the linguistic, emotional, and aesthetic 
qualities that characterise real literature."^^ 
WlddowBon is also critical of simplification. He claims that 
C O 
it can often result in distortion , and this he 
substantiates by giving as an example the simplification of 
the noun phrase the loo-qelv compacted upper laver of poroii.q 
Ho doubt, there is an ample evidence of distortion 
to be found by comparing original literary works with simple 
ones, but this does not necessarily condemn the process of 
simplification itself. Distortions can, by and large, be 
minimised and whatever is unavoidable is surely a small 
price to pay for the access to literary works that 
simplification allows to the ESL learners. 
51. Brooks, N. LANGUAGE AND LANGUAGE LEARNING: THEORY AND 
PRACTICE, cited in Marckwardt OP cit. 1978:54 
52. Vincent, H. "Simple text and Reading Text, Part I: Some 
General Issues", in Brumfit and Carter <eds> QP cit 
1987 
53. Widdowson OP cit 1978: 83-84 
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The purpose, therefore, behind simplification 
could be motivational. West (1950) puts it in the following 
words: "Few things are. more encouraging to a child who knows 
some (say) 1,500 words of English than to pick up a book 
written within that vocabulary and find that he is actually 
able to read it and enjoy a story which is (atleast) an 
enthralling approximation of the original". Another reason 
could be pragmatic for it would provide an easy story line 
from the great masters. 
5.2.5 Simple Texts and Reading Programme 
Inasmuch as the simplification reduces 
incomprehensibility and facilitates readability of a text, 
the case of inclusion of simple text in a reading programme 
becomes strong. The Longman Simplified English Series, which 
has undertaken the simplification of certain works, 
expressed its aim in the following words: 'to enable 
thousands of readers to enjoy without great difficulty some 
of the best books written in the English language, and in 
doing so, to equip themselves in the pleasantest possible 
54. West, M. 1950 "Simplified and abridged", cited in 
Vincent OP cit 1987: 210 
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way, to understand and apprfloJnt« any work wrltton In 
English."^^ 
A number of factors account for the inclusion of 
simple text for the learner. One of the reasons given is the 
intellectual and aesthetic concerns for the learner from the 
different background (Mackay 1982)^^. This may further lead 
to the second consideration where the difference in the 
learner's L2 competence and the syllabus or examination 
requirements may lead to the teacher to resort to 
adaptations. The most important reason for adaptations, 
however, is that lexical and syntactical simplification 
allows learners to understand the text, thereby lessening 
the ordeal of facing difficult vocabulary. However, it needs 
to be seen whether simplification of linguistic items would 
lead to better comprehensibility of the text or not. Prahlad 
(1986) makes a pertinent point here when he states that 
"reducing the linguisitic complexity of a text is not the 
57 
same as increasing the comprhensibility of a text". What 
renders the text comprehensible is the match in the textual 
structure and the reader's background. 
55. LONGMAN SIMPLIFIED ENGLISH SERIES, cited in Vincent QS. 
CIL, 1987: 211 
58. Mackay, S. 1987 "Literature in the ESL classroom", 
TESOL QUARTERLY, 16 
57. Prahlad, S.V. IMPLICATIONS OF SCHEMA THEORY FOR READING 
COMPREHENSION INTERACTION: SOME EMERGING ISSUES, 1986: 
521 
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Nancy Campbell's (1987)^®> with regard to simple 
text suggests that the use of texts which rely heavily on 
subplots and linguistic differences between its characters 
should bo avoided. The proposed text should first be 
scrutinized carefully to find out the unfamiliar lexical 
items. It needs to be seen how much support the reader would 
require in terms of lexical items, for a text with too many 
unfamiliar words would obstruct an easy reading. 
Bransford (1984)^^ goes on to say that the 
arbitrariness of a text is likely to continue in spite of 
simple words and syntax. This problem can be resolved upto a 
certain extent by providing additional relevant information 
(Bransford, Stein, Shelton and Owings 1980).^° Bransford 
links what he calls "precise elaborations" to the 
simplification of texts where he says: "An emphasis on the 
degree of precision necessary to help, people understand the 
significance of facts is important for analyzing the issue 
of what it means to 'simplify' text". * The attempts at 
58. Campbell, N. "Adapted Literary Texts and the EFL 
reading programme", ELT JOURNAL, 41,2, 1987: 134 
59. Prahlad, op cit 1986: 521 
60. Ibid, p.521 
61. IMd., p.525 
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simplification would be self defeating if these tasks were 
not kept while indulging in the process. 
What is important to bear in mind ultimately is 
that there can be several versions of a same text in this 
process and the requirement would be a "culturally 
sensitive" and transparent text. However, inspite of the 
best attempts by the 'pseudowriters', not all elaborations 
and changes may be explicable to the learner, for the 
meaning intended by the author remains unknowable. What can 
be attempted is the majority opinion of a particular 
interpretation of the text which may be considered useful. 
Looking at the arguments for the simplification 
and the doubts that exists, it remains pertinent to make a 
detailed assessment of the needs of the learner and to 
anticipate the problems likely to be faced when presented 
with the simple text. Prahlad talks of * trying out' samples 
of some simple versions on the learners before embarking on 
the plan of introduction. This would be a pointer towards 
the success of the entire process. The argument about 
introducing simplification needs to be applied thoughtfully. 
As Michael West, who was in favour of simple texts for non 
native learners, pointed out that simplification needed to 
be handled with "sensitivity and professionalism." His 
62. Vincent, QP cit 1987: 212 
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opinion was that for the different stages in the learning 
process the appropriate sinple texts needed to be chosen as 
a stepping stone to the original works of literature. This 
should be ained at helping to develop the confidence in the 
learner in being able to deal with the authentic text later 
on. 
As Vincent has aptly pointed out: "Whether 
selected or constructed, sinple texts may be the most 
appropriate ueans to the desired end of reading a wide range 
fi3 
of more advanced material." Some simple text for the 
learners can be prose pieces from different writers as in 
Modern Short Stories (published by Oxford University Press), 
ESL students facing a text cannot be expected to have 
interpretative skills of the same degree as that of a native 
learner. They, therefore, need to go through a face of 
introduction involving texts which are simple and which 
promote classroom activities. 
5.3.1 Translation: Use of Lj 
Translation has been viewed differently during 
different periods, depending on the prevailing teaching 
objectives. In the Grammar-Translation Method, it was an 
indispensable feature. During the Direct Method it was 
63. Vincent OP cit 1987: 215 
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excluded fron the early stages of learning and introduced in 
the later stagoo. In the Audio-lingual Method, the use of 
native language was restricted. The Cognitive-code learning 
theory which in Oernan is also called 'insight 
oethod/Einsichtsmethode') favoured translation as a tool of 
oonsoious learning process. As Molfram Wilss has pointed 
out; "The emergence of the 'cognitive-code learning theory' 
has entailed... reappraisal of the function of 
translation..." The Connunicative Approach to language 
teaching appeared to regard translation as rather absurd 
except if tackled rightly and for a particular group of 
learners. 
Translation in nodern times has been looked with 
suspicion and has been nade responsible for a number of 
problems which have led to the breakdown in teaching. The 
problems associated with translation relate to interference 
errors, lack of communicative competence, lack of student 
interaction and above all, to the loss of exposure of 
learners of L2 language and learning opportunities. The use 
of translation has also been criticised on the ground that 
any introducion of L^ into the L2 classroom leads to a loss 
in the learning ability of the student. 
64. Wilss, W. "Function of Translation in Foreign Language 
Teaching" cited in Franz Eppert (ed) TRANSFER AMD 
TRANSLATION IN LANGUAGE LEARNING AND TEACHING, 1983: 
245 
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There Is sone juotificatlon in those points 
because of the over use of translation and also because this 
could lead to ignoring the student's interest and notivation 
factor. However, a lot of thought has been given over thin 
mui nftov uuii»i(iariible dabatau traiiulaliuti huti ueuued lu bo 
viewed as an alarnist tendency. The second coming of 
translation has nade efforts to do away with the tedious, 
grammatically structured learning of the earlier years and 
has focussed attention on stimulating language learning by 
its presence. However, the question that needs to be asked 
is "whether the use of translation can enhance the 
linguistic and communicative dynamism of language learning 
activities in a sufficient manner to compensate the loss of 
L2 exposure resulting from the use of Lj^  materials" . 
5.3.2 Usefulness of L^ 
For the purpose of finding out whether the use of 
translation can enhance the motivation of learners and 
improve their language learning abilities, it is necessary 
to clarify the category of language learning activity in 
which translation may play a role. To do this it would bo 
helpful to use at this stage the concept of the learning 
unit contained within a larger learning programme 
65. Tudor, I. "The role of Lj stimulus materials in h^ 
r-ommiininntivo no«. 1 v H. i nn" , lULT. 27, 1, lOOH: 41 
195 
which starts fron "the presentation and contextualization 
of a new learning point and moves through various stages of 
practice in the use of this learning point". The learning 
units here are divided into two nain components, namely, 
input component and activation component. The input 
component provides the L2 data which contain the target 
learning points and the activation component provides 
learners with practice in active use and manipulation of the 
target element. The two important considerations Involved in 
R7 
practice are based on accuracy of expression and fluency. 
Frequently, of course, the two are combined. Therefore, at 
the input stage there is no role of translation, and any 
intrusion of it would be misleading, for it would distract 
learners fron the value of target elements in L2. It is at 
the activation stage that translation may be used to provide 
a stimulus to the active use of the target learning 
elements. This stimulus function of translation is generally 
seen as activating or developing the accuracy of expression. 
In a situation where translation has a role to 
play in language learning, what remains to be seen is how 
communicative interaction between L^ and L2 will lead to 
66. Tudor, np cit. 1989:41 
67. Brumfit, C.J. 1984 COMMUHICATIVE METHODOLOGY IN 
LANGUAGE TEACHING, in IMd, p.41 
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bilingual proficiency and the justifications for the 
usefulness of Lj^  in ESL class. The first justification 
of the usefulness of L^ in ESL class is from the field of 
psycholinguistics of bilingualisn, and the second from the 
linguistic studies of bilingual code switching . Mohanty's 
research (n.d,) on the psychology of bilingualism endorses 
that the effect of bilingualism may vary from one culture to 
another. In the Indian situation with its multilingual 
tradition, the acquisition of bilingual competence helps in 
the development of cognition of the bilingual child. He 
further established that bilinguals are better able to 
perceive syntactic complexities compared to monolinguals. 
There is a development of metalinguistic awareness among 
bilinguals which is only due to the interaction between the 
codes in the bilingual's repertoire. Under culturally 
favourable circumstances, the bilingual may have developed 
as part of his metalinguistic skills a kind of 'translation 
bridge' to mediate between his codes. This translation 
bridge not only facilitates but accelerates the learning 
68. Desai, B.T. "Rehabilitating L. in the ESL class" in S. 
Ramadevi et al (eds.) THE ELT CURRICULUM: EMERGING 
ISSUES, 1992: 90 
69. Mohanty, A.R. (n.d.) "Bilingualism and Cognitive 
Development of Kond tribal children: Studies on 
Metalinguistic hypothesis", cited in Iblii, P-91 
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process. With regard to the linguistic studies of bilingual 
code switching, Desai's study (1982) of Kannada-English code 
switching clearly shows that "the facility with which a 
bilingual code-switches is one of the hallmarks of bilingual 
7fl 
competence". 
In Lj^  environment where English is used sparingly 
the introduction of L^ in the L2 courses would have further 
consequences. If the Lj^  is the language in which the learner 
formulates and conceptualizes his thoughts then it would 
help to create a link between his thought processes and that 
of L2. It would facilitate the learning process where the 
learning of L2 is presented "not as the acquisition of new 
knowledge and experience, but as an extension or alternative 
realization of what the learner already knows" (Widdowson 
1979)'^^. 
The setting up of communicative targets in terms of 
learner's Li also provides an opportunity for locating the 
weaknesses in the L2 register. It is suitable for groups of 
learners who will need to talk in their L2 and communicate 
in it at times. Translation at such times, helps to improve 
70. Desai, OD cit 1992: 3 
71. Widdowson, H.Q. 1979 EXPLORATIONS IH APPLIED 
LINGUISTICS cited in Tudor, OP cit. 1989:42 
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the oomnunicative potential In the L2 and also holpn in 
assessing the differences in L< and L2• 
Translation, therefore, can be of assistance in 
case of homogenous group of learners who have the same Lj. 
The learning of L2 in such cases would be bound to be nixed 
up with L^ and therefore, teaching would need to take a 
serious look at this factor. The 'bridge' function of 
translation would help to relate the form and function of Lj^  
to that of L2 and "where the content of what is being 
expressed in the L2 becomes both formally and functionally 
more complicated or sophisticated (as it does at an advanced 
level), the bridging function of translation 
exercises.,.makes then a useful and important resource". 
Pal Heltai (1989)'^ makes a similar plea by saying 
that cognitively oriented learners value translation because 
it helps them equip themselves with linguistic competence 
before acquiring strategic competence. Students, therefore, 
benefit from an approach that has incorporated both 
communicative and traditional methods and not just 
communicative. To ignore translation in the teaching process 
72. Titford, C. "Translation for Advanced Learners", ELT 
JOURNAL, 37,1, 1983: 53 
73. Heltai, , P. 1989 "Teaching Vocabulary by oral 
translation", ELT JOURNAL, 43, 4 
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leads to cortnin important itD .u of iJi-u-^.^x^f and iexia being 
niaoed wtille teaching. 
The use of Lj^  stimulus naterials as opposed to 
materials in the L2 has a bearing on the communicative 
strategies which learners are likely to adopt. In accuracy-
2ased type of translation, the presence of stimulus 
materials in Lj^  helps learners to adopt achievement 
strategies rather than message reduction strategies. In 
fluency based type of translation, however, this function is 
less apparent. The principle applied has some difference in 
the degree of intensity. The communicative target being 
defined in Lj^  and the knowledge that they cannot borrow 
items directly from stimulus materials (as when they are in 
L2) makes learners aware of the communicative strategies 
they are using. This helps to develop learners' strategic 
competence in the L2 in pursuance of their targets. 
Translation, therefore, involves the learners in 
expressing possibilities in their own language while also 
being able to view the implications of semantic and 
syntactic options. This leads to the widening of potential 
of expressions in the target language. 
74. Tudor, no cit 1989: 43 
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Inasnuch as there exists a comnunicative 
interaction between Lj^  and L2 and usefulness of Lj^  in 
learning situation, the need is to look into interactive 
relationship between two cultures and to see how translation 
can be viewed as a way of establishing the relation between 
the two cultures. 
5.3.3 Translation and Culture 
The encounter with an alien culture leads to an 
encounter between two different worlds governed by their own 
intrinsic value systen and beliefs. This nay lead to 
resistance in experiencing the other culture, for "An 
individual develops, on the basis of his being born and 
grown up in a certain cultural group, an intransitive 
attitude of unconditional identification with different 
cultural objectives of his cultural group in different 
degrees of priority".- The encounter with an alien culture 
challenges the value systen and traditions and leads to an 
awareness of the other culture. It is this difference 
between the two cultures which needs to be bridged through 
translation studies. 
75. Talgeri, P. "The Perspective of Literary Translation" 
in P. Talgeri and S.B. Varna (eds) LITERATURE IH 
TRANSLATIOH: FROM CULTURAL TRANSFERENCE TO HETONYMIC 
AND DISPLACEMENT, 1988: 1 
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The integration of culture is achieved only when 
the linguistic aspect has been integrated with the language 
of the other culture. Translators here face gaps in the 
process and find ways to fill these up. The translation 
process, therefore, becones possible due to the 
commonalities between the different cultures, for the 
universal as well as local elements are to be formed in both 
cultures. 
Culture as defined by Peter Hewmark (1988) is a 
"way of life and its manifestations that are peculiar to a 
community that uses a particular language as its means of 
expression". He makes a distinction between cultural 
specific terms and cultural non-specific terms, where the 
latter imbibes more universal features. The cultural 
specific words need to be bridged in order to make the 
source text understandable. Dialect words, however, may not 
necessarily be culture specific if they designate 
universals. Culture words may be easy to detect on account 
of their association with that particular language and may 
pose problems in literal translation. This may often lead to 
a distortion of meaning so the suggestion here is to use a 
descriptive functional equivalent. 
76. Newmark, P. A TEXTBOOK OF TRANSLATION, 1988: 94 
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Some considerations guiding the translation of 
cultural words are transference and conponential analysis. 
Transference, usually in literary text helps to identify the 
referent in the other text but in the process blocks 
comprehension and in its emphasis on culture excludes the 
message. Componential analysis, on the other hand, excludes 
culture and highlights the message. It is based on a 
component which is common to SL and TL to which some extra 
context related features may be added. The task of a 
translator increases, for he needs to keep in view the 
motivation of the level of the text in hand and also the 
linguistic level of the reader. 
In a culturally bound material the translator 
needs to pay attention to the function and frequency of 
those terms in the text. If the term, inspite of denoting 
culture, functions universally, the equivalent in a target 
language can be used. If the cultural bound term is used 
very infrequently the translator may retain the original 
form in the TL text. The translator, therefore, has a 
difficult task for he has to be faithful to the original and 
at the same time clarify difficulties for his readers. 
While viewing the problems which are likely to 
77 
confront a translator. Brewer (1988)'' makes a few 
77. Brewer, J.T. 1988 "The Role of 'Culture' in Successful 
Translation" in Talgeri and Verma (eds) op cit 1988: 23 
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pertineot suggestions. He talks about culture as being 
inclusive of history, social structure, religion, customs 
and inter-relationships in a society. It is these cultural 
differentiations and the special narks of the different 
groups Hhioh the translator needs to transnit in his own 
language. A number of problems confront the translator here. 
In order to translate an unEamiliar culture the 
translator needs to be apprised of its history. This would 
help in reducing the lapses in the translation process. The 
translator further, needs to be sensitive to the 
requirements of the target language to be able to put it 
down effectively. It is not just word to word translation 
which brings out the required effect, rather it is being 
able to evoke the finer nuances in the target language. 
Thirdly, in cases where the situation faced by the TL 
readers is something which has been experienced differently, 
the translator will be faced with a choice of leaving the 
passage untranslated or changing it to suit the TL readers. 
The translator's task, therefore, becomes very demanding for 
he has to use his skills in bringing forth the best without 
distorting the original. It is not just a display of word 
manipulation but of the translator's familiarity and 
sensitivity to the target culture. 
This leads to the question of the approach of the 
translator. According to Jain (1988) a translator can 
204 
approach it either fron inside which would mean assimilating 
that culture in his writing or he can write it as an 
outsider treating it reverentially. "The viewpoint of the 
author, the theme of the work, and the lingual and 
extralingual methods used thus form a threefold base on 
78 
which the creative act stands." He further says that 
"cultural transference thus requires a manifold approach: it 
is not merely a matter of language. It is primarily 
concerned with the authorial relationship to his subject 
matter: narrative technique, metaphorical dimensions, point 
of view...the author's relationship to his reader; how far 
the author can succeed in provoking the reader to make the 
79 
necessary effort." 
The translator, therefore, needs to render the SI, 
text while viewing culture as an important factor to 
be transmitted. The translator has a number of choice before 
him. The choice may be of not giving any hints or supplying 
cultural equivalent terms, or giving a few hints of a full 
explanation. 
78. Jain, J. "Problems of Cultural Transference in Literary 
Translation" in Talgeri and Verma (eds.) ojEi cJLt., 
1988:16 
79. Ihiii, p. 19 
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The close relationship between language and 
culture has nade Casagrande (1954) say that "In effect, one 
does not translate languages, one translates culture.""^ The 
gaps which the translator needs to fill up are those due to 
differences in extra-linguistic reality and those which are 
language specific napping of the sane reality. The former 
comprises cultural gaps which includes extra-linguistic 
reality but excludes language, while the latter views 
culture as including language, but linguistic difficulties 
as cultural difficulties. 
Faced with these differences in the extra-
linguistic realities the translator seeks to bridge the gap 
by applying certain strategies. The proposals put forth by 
Vladimir Ivir (1991) in this regard aim at serving the 
purpose of communication. However, they do not claim to 
bridge the cultural gaps completely, e.g. the substitution 
and omission do not help the TL text readers in making them 
aware that their culture lacks certain equivalent 
expressions. Further, an effective cultural transference 
strategy would require the combination of these procedures 
rather than any single procedure. 
80. Casagrande, J.B. 1954 "The Ends of Translation", cited 
in Vladimir, Ivir "Procedures and Strategies for 
Translation of Culture", IHTERHATIONAL JOURNAL OF 
TRANSLATION, 3,1 & 2, 1991: 48 
81. Ihid, pp. 51-60 
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Not only are the cultural components important in 
translation, they also have a strong bearing on the aspect 
of comprehension. Studies have suggested that the pre-
requisite^ of cultural concern seemed to outweigh the 
structural complexities. Thus, corollary to the issue of 
culture and translation is the question of localized 
literature. 
5.3.4 Localized Literature 
In a situation where, despite differing linguistic 
structures involving vocabulary and syntax, the students 
with similar cultural background perform equally well. Brock 
(1990) suggested the use of localized literature for the 
purpose of re-enforcing the cultural background. "Localized 
literature is that literature which contains contents, 
settings, cultural assumptions, situations, characters, 
language and historical references that are familiar to 
82 
second language reader." The three types of localized 
literature suggested are: 
1. English translations of L j^  literary texts, 
2. Literature with a local setting, and 
3. Non-native English literature. 
82. Brock, M.N. "The case for localized literature in the 
ESL classroom", FORUM, 28,3, 1990: 23 
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This has its advantages for it offers literature 
with a local setting, a common cultural schema and provides 
relevant materials. 
In the first type of localized literature i.e. 
English translations of L-^ literary texts, the examples 
would be English translations of folk tales, myths, short 
stories, poetry etc. 
The second kind of localized literature provides 
reference that are culturally similar to the reader. The 
language setting references would be familiar to the 
student. Examples given of such literature with a local 
Asian setting includes the works of Pearl Buck, James 
Clavell, John Hersey and others. 
The third type entails literature written by 
nonnative speakers of English i.e. where English is not 
spoken as a first language by the majority. 
The resistance to localized literature has cone 
from ESL specialists who view the non-native Englishes in 
ESL countries as defective, rather than different, varieties 
of English (Kachru 1982; Sridhar 1982).®^ This bias against 
non-native English literature is not true. The fact that 
83. IhJA, p. 24 
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Wole Soyinka, a Nigerian and the first non-native writer of 
English, was honoured with 1986 Hobel Prize for literature 
seems lost on many ESL specialists. The other fs-lse 
assumptions which sustain the bias against the use of 
localised literature are that the aim of ESL learner is to 
learn the British and American culture and to appear native-
like when using English (Kachru 1988). Both these 
assumptions are premised on fallacious belief. The Nigerian 
novelist Chinua Achebe, explains the plight of non-native 
writers correctly when he says "If you ask 'Can he ever 
learn to use it (English) like a native speaker?' I should 
say, 'I hope not. It is neither necessary, nor desirable for 
him to be able to do so.' I feel that the English language 
will be able to carry the weight of my African experience. 
But it will have to be a new English, still in communion 
with its ancestral home but altered to suit its new African 
surroundings." (qtd in Kachru 1988: 11).^"* 
Inasmuch as translation and culture remain an 
important factor in ESL pedagogy and comprehension, the need 
is to look into the techniques of translations. 
84. Kachru, B.B. THE ALCHEMY OF ENGLISH: THE SPREAD, 
FUNCTION, AND MODELS OF HON-HATIVE ENGLISHES, 1986: 11 
209 
5.3.5 Translation as a Classroon Technique 
A number of techniques can be employed to teach 
translation at the advanced level. Translation, at this 
stage, when introduced in the curriculum would naturally be 
one amongst many other techniques required for the purpose 
of L2 learning. One effective way of introducing translation 
at this stage has been done in terms of grading (Costa 
85 1988) . Her suggestion is the ordering of material 
according to the levels of difficulty. These can be 
categorized into lexical difficulty level where the learner 
would need to resort to a bilingual dictionary. The 
terminological difficulty could be clarified by researching 
the terms used in the target language; content difficulty 
could be overcome by the teacher delivering background 
lectures in the mother tongue as a pre-lesson plan. 
Another proposal, on somewhat similar lines, has 
been of placing emphasis on the different, difficult levels 
in different semesters (Hauriello 1991)"° This can be worked 
out by the individual teachers themselves while figuring out 
85. Costa, Silvia, B.A. Becher, 1988."Adding Variety in 
Translation Courses", FORUM, 26, 1 
88. Hauriello, G. "Teacher's tools in a translation class" 
in Cay Dollerupp and Anne Loddegaard (eds) TEACHING 
TRANSLATION AND INTERPRETATING: TRAINING, TALENT AND 
EXPERIENCE, 1991: 83 
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the textual difficulties and anticipating the problems. This 
would mean categorizing the difficulty level and taking it 
up in different semester while teaching. 
The theory and practice of translation 
i 
distinguishes oral and written translation. Oral translation 
has been further divided by Zbigniew Nadstoga (1988)^^ in 
the following way: 
Consecutive Interpreting 
Oral translation/ 
\ Extempore 
Simultaneous Interpreting / translation 
\ 
Whispering 
translation 
The text to be selected needs to be done keeping 
in view the level of the learners. If the emphasis is on 
teaching vocabulary, the objective should be to consolidate 
vocabulary and to understand the sense relations of words in 
meaningful context. Translation work could be introduced by 
a short discussion of the topic at hand. This will 
reactivate many items that may need to be translated later. 
The exercises could begin with communicative activities 
pertaining to the topic at hand. The communicative teaching 
procedures can be used to enhance interest, Edge(1980) 
rightly points out that there is no reason why "a 
87. Nadstoga, Z. "A Communicative Use of Translation in the 
classroom". FORUM, 28,4, 1988: 12 
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translation class should not benefit froai a coainiunicative 
and interactive approach."°° 
Quite a few suggestions have been proposed by 
different researchers in this field. In keeping with what 
has been stated in the previous paragraph about 
familiarizing the topic Rivers and Temperley (1978) 
stress on acquainting the students with certain basic 
stylistic factors and noting down the difficulty before the 
actual translation process. This will involve the following 
items: 
a. The mode of discourse of the passage and the 
possibility of it being rendered in native language. 
b. The tone of the passage. 
c. Lexical items and its meaning content- the effect of 
equivalent effects retaining or losing the essence of 
words. 
d. Referential and emotive meanings and attempts at 
equivalence. 
e. Culture items and the possibilities of translation. 
88. Edge, J. "'Acquisition disappears in adultery': 
Interaction in the translation class" ELT JOURNAL, 
40,2, 1988: 121 
89. Rivers W.H. and M.S. Temperley, 1978 A PRACTICAL GUIDE 
TO THE TEACHIHG OF EHGLISH AS A SECOHD OR FOREIGH 
LANGUAGE, cited in Hadstoga QP cit. 1988: 13 
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The next stage could again be done through group 
work or pair work. The consecutive interpreting work 
could be accomplished by turning it into a dialogue form or 
a conversation. The questions and answers could be done in 
both L-^ and L2. The teacher would need to resort to the 
students' native language (which may also be his own) and 
question, and the student may answer in the target language. 
This can be reversed. This can be followed by a discussion 
on the problems being faced by the student and the teacher's 
help can be given to solve difficulties faced by them. 
The class could then be divided into the roles of 
an expert, journalist and an interpreter and an activity in 
viewing all three could be done with the teacher monitoring 
the entire game. The question could be in English, 
interpreted in the native language, answer read in the 
native language and interpreted in English again. 
Yet another activity would be of reading aloud the 
text in Lj^  and asking the learners to provide a summary in 
Lo. The different summaries could be compared and group work 
could be organized to reproduce a whole. This could then be 
compared and evaluated with the original in L2 • 
A similar activity here is of giving the text to 
the students and asking them to mark the difficulties there. 
These could be marked item wise and omitted from the text. 
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Instead it could be substituted by simpler items at first. 
The next stage could be the translation stage where the 
omitted items be translated and incorporated in the text 
thereby giving two options to the text. 
Some variation activities have been suggested by 
Costa (1988)^ which can be undertaken individually or in 
group work. They are as follows: 
1. Studying published translations -
The students here analyze and criticize a 
published translation and focus on the weaknesses. 
Students can in similar way be their own critics by 
evaluating their translated work. 
2. Translating a translated text-
In the Indian context there would be a slight 
change in the translation undertaken. The English 
translation of any Hindi/Urdu text could be used to 
translate into English without resorting to the original. 
This would mean that the translation undertaken is being 
accomplished on the translated text. After it has been done, 
it can be compared with the original to see the points of 
departure and variations. 
90. Costa OP cit 1988 
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3. Assessment of the given text -
Instead of actually translating a text the 
students could focus on the problematic areas and other 
related conceptual difficulties. This would help the 
student in gathering background information and in 
researching into other such areas. 
4. Translating parts of text-
Instead of indulging in full length 
translation work, it can be limited to certain 
problematic areas specific to the text. This could be 
related to terms and terminologies, noun-phrases with 
their modifiers, verb phrases (including tenses, models 
passive voice, causative constructions), connectors 
etc. 
5. Comparative Activity-
This can be undertaken only if the student is 
acquainted with one or two other languages. A text 
which has been translated in English/Hindi/Urdu could 
be used here where the three different translations 
could be compared and the differences noted. This would 
be a useful technique of trying to understand the 
translator's choice of words and ideas taken to 
accomplish it. 
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6. Background material -
Students reading in the target language 
concerning the subject which is to be translated would 
find themselves better equipped for the task. 
7. Using Notes -
The translation activity is undertaken here 
with giving the text to the student only for a limited 
period in which they take down notes. It is from these 
notes that the text is rewritten in the target 
language. 
8. Rewriting 
One version of the student's translation may 
already have been approved. The rewriting process here 
concentrates on alternative forms in the target 
language to have more practice in evolving different 
ways of writing the same piece. 
9. Translating proverbs and metaphors -
Some procedures discussed by Hewmark (1990) 
adopted here are reproducing the same image in the 
target language, replacing the image, translation' by 
simile and sense, deletion or using neologisms. 
91. Newmark, P. APPROACHES TO TRANSLATION, 1990: 88-90 
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Translation, as can be viewed from what has been 
said uptil now, can best be taught as a skill. It can be 
used as a supplementary exercise to practice certain items 
at the advanced level. Oral translation as an innovative 
exercise and a flexible skill can be used to practice 
communicative strategies consciously. It can also help in 
excluding the possibility of short cuts by devoting 
attention to the contextual problems and practising the 
weaknesses in those areas. 
Oral translation instills the students with a 
sense of confidence for it helps them in their speaking 
abilities. Apart from allowing students to function in 
informal situation, practice could also be given with regard 
to formal dialogues and situations. 
As a next step to the oral presentation o^ 
translation, the written exercises further help in 
establishing translation as a technique in learning 
activities. Many suggestions have been given here for using 
translation in the classroom activities. 
Classroom activities could be employed using Lj^  
materials for the production of L2 sentences. An oral 
presentation of any short story based on L-^ folklore or any 
other feature could be presented to the class by the 
student. This would be in the target language and the 
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student would need to carry out the work individually. The 
use of L j^  would affect the student directly in the 
preparation stage. The teacher could act as a consultant to 
the student, assisting hiai in viewing the appropriateness of 
the chosen material, its relevance to the classrooD teaching 
and discussion which would follow and help the student in 
summarizing the task. 
Christopher Titford (1983)^^ talks about using 
translation for advanced learners with 8-10 years of English 
education behind them. He talks about the "bridge function' 
of translation and says that techniques should be employed 
to provoke students into doing some mental activity. One of 
the techniques referred here is the word-for-word 'spoof 
translation' which uses an incorrect translation as a factor 
to draw the student's attention to the error and challenge 
them into making the necessary changes. A word for word 
translation here could point out the glaring mistakes in the 
clauses or sentence constructions or collocations. This can 
be corrected at word to word equivalence which brings 
collocational problems. The student would notice these 
incongruities and try to substantiate it with a correct 
translation. This act of learners' involvement in figuring 
out the mistake and in translating it correctly would 
motivate them in the classroom lessons. 
92. Titford, OD cit 1983 
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The second technique, referred to as back 
translation, also calls for students involvement. The teacher 
assists the students once more into provoking hin to do the 
necessary mental exercise. This technique can be 
diagrametically represented as follows: 
(step 1) 
Student: L^ > L2 
(step 2) 
Teacher: L2 > Lj^  (Back translation) 
(step 3) 
Student: Lj^  > L2 
The teacher listens to the student's translation 
from Lj^  to L2 and then translates it back to Lj^ . The 
teacher's back translation gives the student the clues of 
the weaknesses in his version of translation and the need to 
nake appropriate changes. The student can be in a position 
to identify the errors and can become aware of the 
shortcomings which nay be due to overtranslation or under-
translation. 
The strength of back translation technique lies in 
the domain of control and consolidation which are part of 
post communicative activities of Titford. Extending the two-
staged Littlewood's scheme of activities (pre-communicative 
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and communicative), Titford (ISSS)^"^ added post 
communicative activities for consolidatory and facilitative 
functions. He believed that as a post communicative activity 
the role of translation is "anchoring, or consolidation, of 
those communicative skills that have already been taught". ^  
93. Titford, C. "Translation- a post communicative activity 
for advanced learner", in C. Titford and A.E. Hicke 
(eds) TRANSLATION IN FOREIGN LANGUAGE TEACHING AND 
TESTING, 1985 
94. ltLidp.74 
oHiR'sreR VI 
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CHAPTER SIX 
BY WAY OF CONCLUSION: SOME EMERGING INSIGHTS 
6.1 Conclusion 
i 
The e a r l i e r approach to second language reading 
viewed reading p r imar i ly as a decoding process involving 
reconstruction of the i n t e r n a l neaning of the author via 
recognition of l e t t e r s and words and bui ld ing up a semantic 
representation of meaning of the t e x t from the smallest 
textual uni t s a t the bottom to the l a rges t a t the top . 
However, the most important resu l t of work on reading 
comprehension i s the s t r e s s which has been placed upon i t s 
active nature: one does not simply decode an u t t e rance , one 
ar r ives at an i n t e r p r e t a t i o n through an ac t ive process of 
matching features of u t t e rance at var ious leve ls with 
representations one has s tored in one ' s long-torn memory. 
Researches on schema, which i s an abs t rac t 
s t ructure represent ing concepts s tored in memory, have 
pointed out that comprehension of a t e x t depends upon the 
reader ' s background and experience.Based on p r io r knowledge, 
the reader samples the t e x t , to the degree necessary, 
predicts neaning, confirms or r e j e c t s the p red ic t ion , 
integrates the au tho r ' s information and continues to sample 
the text in order to const ruct meaning. Thus, readers bring 
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to a text a wide range of experiences with the word and with 
a discourse which they use in constructing a meaningful 
representation of a text. Their background knowledge 
provides a context for comprehension. To put it simply, 
reading comprehension is not just a straight forward act of 
extracting information from a text but it is an interactive 
process in which the text enables the reader to construct 
meaning from his own schemata which are formed by previously 
acquired knowledge. Thus, the meaning in the text remains in 
suspension, for the reader constructs meaning from a text 
relative to his ensemble of schemata. 
The interplay of schemata in the construction of 
meaning is possible only if the text is literary, for by 
leaving certain things unexplained a literary text leaves 
much for the reader to conjecture and imagine. This makes 
the study of literature important because it demands the 
search for meaning and enables the reader to respond to the 
text in a much better way. 
Since the differing cultural schemata of the 
reader and the writer may lead to confusion and 
communicational mismatch among ESL readers, the question of 
introducing native literature becomes iuportant. The 
realization of introducing native literature in the ESL 
curriculum is not out of any nationalistic fervour but 
primarily because the need has been felt to introduce texts 
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which share the cultural schemata of the learner so that 
they may be easily understood. 
Besides literature and culture, there are other 
factors 'also which affect the ESL pedagogy and 
comprehension. In the context of ESL pedagogy and reading 
comprehension the role of vocabulary, simplification and 
translation cannot be overlooked. 
The relationship of vocabulary to reading seems to 
be dialectical in nature. The effects of vocabulary 
knowledge may be seen on reading and reading in turn 
increases vocabulary knowledge. Although vocabulary is one 
of the factors affecting comprehension, it has for a long 
time been a neglected area in ESL pedagogy. If one goes into 
tracing the history of vocabulary teaching one may observe 
that it was only in the mid 1970s that the relationship 
between vocabulary and learning task was established and 
reading was viewed as being important in vocabulary 
development. Later in the 80s an aspect of communicative 
approach to vocabulary teaching developed which emphasized 
the importance of context in coping with the problem of 
vocabulary. Initially, context was not included in the 
vocabulary instructions and the difficult words were treated 
in isolation. However, it was later felt that derivation of 
word meaning through contextual guessing proved to be highly 
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productive in vocabulary development. Since the closeness of 
contextual information to the unknown words and the use of 
prior knowledge results in a significant increase in 
vocabulary knowledge, there is need to evolve a strategy for 
guessing from context. The exercises pertaining to words in 
context, context enrichment, and strategies incorporating 
certain steps like finding the parts of speech of the 
unknown word, looking into the immediate context of the 
unknown word, checking in the dictionary for confirming the 
correctness of the guess, etc., have proved extremely useful 
in developing the skill for inferring meaning from the 
context. 
Simplification is the pedagogic method which takes 
us directly into the narrower reading field. In a situation 
where readers have difficulties with classroom texts, there 
was a tendency, motivated partly by the claimed superiority 
of "authentic text" to prepare the reader to cope with more 
difficult texts. There are signs, however, that the claim 
for "authenticity" are not taken as literally as they once 
were and the majority of reading course books make a strong 
case for simple texts or specially written text. 
The need to use simple texts is increasingly felt 
in the ESL pedagogy, particularly, in view of the limited 
vocabulary and cultural inaccessibility of the ESL learners. 
Although simplification provides a way for solving the 
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problem of incomprehensibility, it has not been without 
criticism. Some look at the process of simplification as an 
act that rubs away the emotional and aesthetic appeal of the 
original literature and subsequently helps in bringing 
complacency and a false sense of insecurity among students. 
There are others who believe that simplificaton often 
results in distortion. Ho doubt, there is an ample evidence 
of distortion to be found if one compares the original 
literary works with the simple ones, but this does not 
necessarily condemn the process of simplification itself. 
Distortion can be minimized and whatever is unavoidable is 
surely a small price to pay for the access to literay works 
which simplification allows to the ESL learners. 
Simplification in ESL pedagogy is, in fact, no more than 
making a message available to an audience other than the one 
for whom it was first intended. Hence, in second language 
reading materials, the great spate of simple texts is often 
of literary material. 
Inasmuch as simplificaton reduces incomprehensi-
bility and facilitates readability of a text, the case for 
inclusion of simple texts in a reading programme becomes 
strong. To achieve comprehensibility and readability of a 
text, the process of simplification inevitably invokes 
simplification of language. Linguistic simplification may 
help achieve the readability aspect, but with regard to the 
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comprehensibility of the text, it needs to be seen whether 
simplification of linguistic items would lead to better 
comprehensibility. Reducing linguistic complexity of a text 
is not the same as increasing the comprehensibility of the 
text. It is not the language of the text that renders 
simplicity, but what is important is whether the information 
in the text can be related to the reader's background 
knowledge. The need is to have a schema -theoretic 
perspective of simplification of interactional text in which 
simplification of the knowledge or message should be seen as 
complementary to the simplification of the language of the 
text. 
Translation may be looked at as a special case of 
simplifying because differences of cultural background make 
some messages very difficult to translate. In the 
methodology of language teaching, translation was viewed 
suspiciously. It was viewed differently during different 
periods depending on prevailing objectives and teaching 
preferences. Infact, the last few years mark a complete 
neglect or overlooking of the methodological usefulness of 
translation even by proponents of communicative approach to 
language teaching. In the recent past, however, lot of 
thinking has been given into the usefulness of translation. 
In the reconsideraton of translation, efforts have been made 
to do-away with the tedious, grammatically structured 
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learning of the earlier years and attention has now been 
focussed on stimulating language learning by its presence. 
Justifications for the usefulness of Lj^  in the ESL classroom 
have been accrued from both the field of psycho-linguistics 
of bilingualism and the linguistic studies of bilingual code 
switching. The 'bridge' function of translation not only 
helps in relating the form and function of h-^ to that of L2 
but also assists in equipping the cognitively oriented 
learners with linguistic competence before acquiring 
strategic competence. Inasmuch as there exists a 
communicative interaction between h-^ and L2 and usefulness 
of Lj^  in learning situation, there is a need to look into 
the techniques for using translation in the teaching of 
advanced learners. Of several techniques suggested by 
theorists and practitioners of translation, the technique of 
back translation has been found more effective and has 
subsequently been used in the exercises suggested towards 
the end (Exercise A and Exercise B). 
6.2 Some Energihg Insights 
As discussed in previous chapters, there are two 
fundamental goals of reading comprehension instructions 
namely, increasing comprehension from text and increasing 
ability to comprehend from text. The former goal relates to 
the efficacy of instructional interventions intended to 
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improve learners' ability to recall, understand and 
integrate information from a specific text or texts. The 
latter goal concerns improving general and specific reading 
comprehension abilities which will transfer to learners' 
reading of text which they later encounter on their own. The 
schema-theoretic view of reading comprehension prompts one 
to achieve these important goals of reading comprehension. 
For underlying implication of schema theoretic view for the 
classroom practices is that schema theory draws one's 
attention to the fact that learners' inability to comprehend 
texts might be caused not only by language deficits but also 
by knowledge deficits. Against the backdrop of these 
assumptions a three-phase approach to reading in the 
language classroom has been suggested: 
<i) Pre-reading Phase: The pre-reading phase involves 
activities which are aimed at building a link between 
learners existing knowledge base and the text by building 
and/or activating appropriate knowledge prior to reading. 
(ii> Reading Phase: The reading phase involves activities 
which are focussed on influencing learners' processing of a 
text in order to increase their comprehension of it. 
(iii) Post-reading Phase: The post-reading phase involves 
activities which are consolidatory in nature. These 
activities imply anything from recall exercises tied 
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exclusively to explicit information represented by a text to 
long term projects of an applied nature which may only be 
partly related to what has been read. Consolidations in the 
form of retention, reinforcement and relating of the text to 
learners 'own knowledge or opinions are the underlying 
assumptions of the post-reading activities. 
6.3 Pre-Reading Phase: 
The objectives of the pre-reading phase are: 
(a) to enhance the interest among the learners in the 
subsequent reading phase, and 
(b) to activate existing schemata or prior knowledge among 
the learners for bridging the gap between his prior 
knowledge and the text. 
If the text is familiar, then the processing 
becomes reader-based with a greater recall of meaning. 
However, text-based processing, in case of unfamiliar text, 
makes recall of meaning less efficient. Such situations 
require strategies like the use of analogies, metaphors, 
advance organizers etc. By providing students cognitive 
understanding for new information analogies not only help 
learners to work with knowledge and ideas with which they 
are more secure, but also promote interest by connecting 
reader's prior knowledge with new information. 
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6.3.1 Enhancing interest anong the learners 
Learners' interest can be enhanced by invoking the 
following three tasks: 
jThe first task, is to initiate and arouse interest 
in the topic. This can be achieved by encouraging some 
anticipation of the content. Here the. teacher may ask the 
following questions for stimulating interest among the 
learners: 
(a) You are going to read things about " "( name of the 
text). What things do you think you might read about? 
The second task is to motivate learners by 
providing reasons for reading or helping them to specify 
their own reasons. This task, however is a difficult one, 
for the motivation may arise out of both personal interest 
and instrumental need for information. The former is 
difficult to cater to in a situation where the whole class 
reads the same text. (Hence partly interest-promoting 
strategies like resolving a paradox, introducing novel or 
conflicting information, etc. may be used to compensate for 
a uninteresting dull text, if there is any). With regard to 
the latter, it is relatively easy to stimulate it by using 
information- giving texts. 
The third task is to provide, when required, some 
language preparation for the text. This entails raising 
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certain introspective questions by the teachers themselves: 
Why should anyone want to read these texts? What knowledge, 
ideas or opinions night the students have about the text 
topics, and how might this knowledge be drawn out and used? 
6.3.2 Activating existing schenata 
Insufficient background knowledge is one of the 
primary causes of some comprehension problem. The second 
objective is, therefore, to bridge the gap between the 
reader's prior knowledge and the text. Hence activation of 
prior knowledge for bridging the gap becomes the second 
activity. 
Suggested Activity: Bridging the gap 
For bridging the gap, prior knowledge can be 
activated by giving some questions which are both text 
independent and text specific. 
A: Questions independent of any text: 
1. Which book have you read recently? 
2. What other journals/magazines do you read? 
3. What is it about books that you find most interesting? 
4. What difficulties do you encounter on reading books? 
5. After you finish reading a book, what steps do you take 
to renenber it? 
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B: Questions specific to the text : 
Before taking up questions from this perspective, 
one may take up Langer's prereading plan (PReP) where the 
teacher encourages initial associations with a key 
word,phrase or picture selected from the text and further 
asks learners to reflect on their initial associations. 
1. Read the following sentences (...) 
a. Indicate any word that you do not know. 
b. What do you think it night mean? 
c. How did you come to understand its meaning? 
2. Read the two sentences (...) Another sentence is 
missing 
a. What do you think the missing sentence is? 
b. Give reasons for your suggestions. 
3. The following sentence is incomplete (...) 
a. suggest an ending. 
b. Give reasons for your suggestion. 
4. Read the following sentence (...) 
a. Is it meaningful? 
b. If not, why? 
c. How would you change it to make it meaningful? 
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6.3.2 (a> Strategies for activating existing schemata in 
case of unfaniliar text: 
In case of unfamiliar text, certain strategies may 
be used for activating the existing schemata or bridging 
> 
the gap between learner's prior knowledge and the text.Some 
of these strategies are: 
6.3.2 (a.i> Analogies: It makes the 'strange familiar and 
the familiar strange' (Hayes and Tierney 1982) and provides 
'cognitive hooks' (Ausubel 1968)^ upon which to hang new 
information. Analogical thinking help students make 
critical schemata connections that might otherwise be 
difficult to establish. Analogies have pedagogical efficacy 
because as 'cognitive hooks' they allow learners to 
initially work with knowledge and ideas with which they are 
more secure, and at the same time, they cause learners to 
look at their past experiences and knowledge in different 
and new ways. 
8.3.2. (a.ii) Advance Organizers: Some written aid may be 
used as an advanced organizer to supplement in an 
Hayes, D. and R. Tierney. "Developing readers 
knowledge through analogy", READING RESEARCH QUARTERLY 
17, 2, 1982: 256-280 
Ausubel, D. 1968 EDUCATIONAL PSYCHOLOGY: A COGNITIVE 
VIEW cited in C. Hathison "Activating student's 
interest in content area reading", JOURNAL OF READING 
33, 1990: 171 
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explanatory manner the reading and studying of the text 
(e.g. using a simplified vocabulary, explaining major 
concepts etc.). 
6.3.2J (a. iii) Introducing novel and conflicting 
information or situations."* 
6.3.2. (a.iv) Relating personal anecdotes 
8.4 Reading Phase: 
The reading phase draws directly on the text by 
engaging the reader with the text. Its main aim is to enable 
the reader to extract relevant information from the text. 
The reading phase, therefore, involves adopting certain 
activities which may be used as strategies for responding to 
both- language and reading and literature and reading. 
However, the latter is mostly consolidatory in nature and 
is, therefore, used in the post reading phase for 
consolidation and reinforcement. 
3. Mathison QD cit 1990: 171 
4. Juddy, S.W. EXPLORATIONS IN THE TEACHING OF ENGLISH, 
1981: 149-152 
5. Horan, C. and E. Williams "Survey Review: Recent 
Materials for the teaching of Reading at the 
Intermediate level and above", ELT JOURNAL. 47.1, 1993: 
67 
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6.4.1 Language and Read ing 
The activities that may be used for responding to 
language and reading are vocabulary exercises, gramaiar 
building, discourse structure, translation, etc. 
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6.4.1.1 Word building 
6.4.1.1 (a) Suffixes: 
(i) A list of suffixes may be given to the students for 
memorization. Roots used here should be those which are 
familiar. 
<ii) Practice in suffix recognition i.e. simple exercises in 
isolation of suffixes (e.g. <?oodness. fanili <ar) (ly)). 
<iii) Lesson and practice in noting grammatical changes 
affected by suffixes (e.g. good (Adj. )-»-ness= goodness (N); 
gloomy (adj) + ly= gloomily (adv). 
(iv) Practice in word formation through exercises in which 
the student adds and substracts suffixes. The student fills 
in the appropriate forms of a word by manipulating suffixes. 
6.4.1.1. (b) Prefixes: These are more varied and less 
regular and, therefore, should not be presented until after 
suffixes have been mastered. A list of these can also be 
memorized. 
(i) Practice in prefix recognition (e.g. imclear, rfiplay). 
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(ii) Lesson and practice in meaning changes resulting from 
the use of prefixes (e.g. in+ formal= not forinal= casual). 
(iii) Practice in word formation by adding prefixes 
(e.g. make a word meaning 'not natural' (unnatural) by 
adding both prefixes and suffixes (e.g. re. employment)). 
6.4.1.1 (c) Roots 
(i) Recognizing roots i.e. isolation of root forms, 
(ii) Effect of prefixes and suffixes on root forms. 
6.4.1.2 Difficult words in context 
6.4.1.2 <a) Practice in recognizing clues (e.g. What is 
the meaning of principal in the sentence: The principal 
reason for wearing clothes is to keep warm). 
6.4.1.2 (b) Synonyms and Antonyms (it may be recognized 
by the formula X is Y or X that is Y ) e.g. A birthday party 
is an observance, that is, a remembrance of someone's day of 
birth). 
6.4.1.3 Contextual guessing Exercises 
Here the aim is not to guess the exact 
meaning. This may be impossible. This is simply to make 
students aware of the surrounding information in which a 
word is embedded and which both influences and points to its 
memory, (see pp.;j^ g, fi.^l~i&) 
236 
6.4.1.4 Sentence structure and Substitution Exercises 
This simply provides framework at sentence level 
for the student's own imagination and also helps in 
consolidating some use of tense, prepositions, pronouns, 
etc. (see *pp. ;2 5Z)-ir/, .270-7/j 
6.4.1.5 Rephrasing Exercises 
It improves awareness of different ways of 
expressing something and also teaches the use of grammatical 
items such a prepositions, word order, adjectives, etc. (see 
pp. :25i , ^-y/--?^) 
6.4.1.6 (a) Discourse Recognition: Conjunction 
Relat ionships 
Certain conjunction relationships are established 
through linguistic markers. The students may be asked to 
identify the relationship with the help of these markers. 
For example: 
Relationship Markers 
(a) Inclusion and, furthermore, besides, 
also, in addition, 
similarly 
(b) Alternative or, nor, alternatively 
(c) Time, arrangement when, before, after, 
subsequently, while, their, 
first, finally, secondly 
6. Nation, I.S.P. TEACHING AND LEARNING VOCABULARY 1990; 
251-52 
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(d) 
<e) 
(f> 
<g) 
(h) 
(i) 
(J) 
Explanation 
Amplification 
Exemplification 
Summary/Conelus ion 
Cause-effect 
Contrast 
Exclusion 
in other words, that is to 
say, I mean 
to be more specific, thus, 
therefore, consists of, 
can be divided into 
for example, such as, thus, 
for instance 
to sum up, in short, in a 
word, to put it briefly 
because, since, thus, so 
that, consequently 
but, although, despite, 
yet, however, still, on 
the other hand 
instead, rather than, on 
the contrary 
6.4.1.6 (b) Discourse recognition: Fomal links 
6.4.1.6 (b.i) Exercises on Referring expressions 
Here meaning of certain words can be discovered by 
referring to other words or to elements of the context e.g. 
third person pronouns like she/her/hecs/hflraelf> 
thev/them/the-i r/thei rs/themselves. he/him/his/hlmself etc. 
It involves a common procedure called endophora. 
6.4.1.6 (b.ii) Substitution 
It establishes formal links between sentences 
through words like do. or SJI for a word or group of words 
which have appeared earlier in the sentence. 
7. Here most of the exercises are based on the explanation 
given by Cook (1989). 
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6.4.1.6 (b-iii) Ellipsis 
Simple omission of some part of sentences on the 
assumption that an earlier sentence or the context will make 
the meaning clear, e.g. Would you like to go to the market? 
Yes. I would-
(For exemplification on Discourse recognition see pp.^sa-S'^ 
X7A- m) 
6.4.1.7 Translation Exercises 
6.4.1.7 (a) Context and Register 
The context helps to determine our choice. It 
basically involves HJial, HhfiUfi., to whom in the 
communication- iUiai. we are writing or speaking about 
(subject matter), where the language occurs, and to whom, it 
is addressed, (see pp fi-SH-SS^ 371,^ -,5^  
6.4.1.7 (b) Word Order 
It marks certain fixity with regard to emphasis 
being placed on the selection and ordering of words. A word 
out of place can easily alter the meaning or lead to 
ambiguity. Therefore, word order in translaton is vital to 
the meaning of the sentence, (see pp ^5*6, «37S"-76) 
8.4.1.7 (c) Refornulation and repetition 
Here the same thought is expressed in different 
words (through synonyms and close equivalents) or the same 
8. Here exercises in translation are based on the areas as 
suggested by Duff (1989). 
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words are repeated e.g. Rainfa.ll is not the simple deluge of 
water drops that it appears, (see pp ^"^^ 
6.4.1.7 (d) Reference and Meaning 
'This activity pertains to the use of referential 
words e,g, it. that, this etc. in different senses. For 
example, i±. as a referential word in the commonest sense 
refers to something already been said, as in Success. I 
don't believe it has anv effect on me: or it may form part 
of a fixed expression, as in: It has long been noticed 
tiiai-. . ; or it may be used as an idiomatic expression, as 
in: What's it all about?: or it may provide disinterest 
signal by using impersonal constructions (where ii. behaves 
as 'the dummy subject') as in: it is known that.. . . it has 
been said that. . . etc. (see pp ^^fe-57, ^IC^ 
6.4.1.7 <e) Back translation 
Here the teacher listens to the student's 
translation from Lj^  to L2 and then translates it (L2) back 
to L^. The teacher's back translation gives the student the 
clues of the weakness in his version of translation and the 
need to make appropriate changes. It has the advantage of 
temporarily reversing teacher/student roles and in the same 
way, therefore, involves and motivates students by requiring 
them to reconstruct the back translation. 
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6.5 Post-Reading Phase 
The post reading phase merely aims at 
consolidating or reflecting upon what has been read and also 
relating the text to the learner's own knowledge or 
opinion. < 
6.5.1 Literature and Reading 
The following questions presented in five 
activities may be used for responding to literature and 
reading: 
6.5.1.1 Understand ing 
Understanding with a view to ascertaining whether 
students have understood the basic meaning i.e. the essence 
of the plot in a story or context in a poem (i.e formal 
schemata). (see pp ^S^, SVT) 
a. What is the text about? 
b. Why do you think it suggests this? 
c. What do you think the writer is saying in the 
first two lines? 
d. Were there any parts which you did not understand? 
9. Williams, E. "Classroom reading through activating 
context-based schemata", READING IH A FOREIGH LANGUAGE, 
4.1, 1987: 2 
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6.5.1.2 Interpreting 
Interpreting to help the students to explore the 
relationships within the text, (see pp^Sg-S^T, ^ini") 
a. How do you think X felt? 
b. What did Y mean when she said this? 
c. Why do you think he reacted that way? 
d. What evidence do you have which suggests that 
this was going to happen? 
e. Why do you think the writer said this? 
f. What do you think might have happened if the story 
had continued? 
6.5.1.3 Relating 
Relating with a view to helping students to bring 
their own values and experiences (i.e. cultural schemata) to 
the text, (see pp ^^ O,o2 78) 
a. How did you like X? 
b. Do you think you would want this character for a 
friend? 
c. What would you have done? 
d. Has anything like this ever happened to you? 
e. What did you do? Why? 
f. Would you do it the sane way again? 
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6.5.1.4 Exploring 
Exploring beyond the text, (see pp^6o-6/^ Aig.'ic{\ 
a. ^hat other questions does this bring to mind? 
b. What additional issues would you like to discuss? 
c. What should we do about it? 
6.5.1.5 Recognizing 
Recognizing the writer's purpose and attitude 
(this can be applied in case of advanced learners), (see pp 
^Cl , Ji79) 
6.6 Exemplification 
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EXERCISE-A 
The Acconpanist 
by Anita Desai 
(for full text, please see Appendix-A) 
A.l Sunnary of the text: 
The Accompanist deals with the relationship 
between a musician and his 'ustad'. The narration is in the 
first person and is an attempt at conveying the impact which 
the ustad has on Bhaiyya, the tanpura player. The ustad for 
bhaiyya represents a god like figure and therefore when he 
is offered a chance of playing the tanpura for him, he 
accpets it readily and becomes totally devoted and committed 
to him. At one point of time, Bhaiyya's childhood friends 
come to him and question him about why he has been relegated 
to being in the background and that he needed to project 
himself and come to the limelight. Bhaiyya becomes disturbed 
and undergoes mental trauma. He undergoes this crisis but 
overcomes it and realizes that it is the love, affection and 
anchorage provided by the usatd which had made him what he 
was. His crisis is resolved when he realizes that his place 
was always with ustad. 
A. 1.1 Reasons for choosing the text: 
1. Text is culturally familiar. 
2. The language used is simple, yet challenging enough to 
present some unknown vocabulary to the students. 
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3. The thene of the story based on the relationship 
between the master and his disciple will be easy for 
the students to understand. 
A.2. Pre-reading Phase 
Activity I: What does the title 'The Accompanist' suggest 
to you? 
Activity II: What do you think the text is about? 
Activity III: Given below are some possible relations that 
indicate the idea of the title. Tick the ones 
which you conside to be correct: 
(a) mother and child 
(b> two friends 
(c) disciple accompanying the musician 
(d) people attending a musical evening 
Activity IV: (Invite the students to talk about music) 
(a) What are the different kinds of music 
which you have heard? (Classical, semi 
classical, modern, etc.) 
(b) What are the instruments used in all 
these? Name some. (Invite them to discuss 
some differences between classical and modern 
music). 
Activity V: (a) What is the role of a teacher in music? 
<b) In the context of music, what do you 
mean by the word 'ustad'? 
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(c) What qualities do you associate with 
that word? 
Activity VI: Association with key words 
(The teacher writes a number of familiar 
^ words or key words on the board and the 
students are invited to recount associations 
which the words evoke). 
sitar, tanpura, halwa, jaiebi, aiap, gat, 
bhai, nohalla, tonga, kurta, raga, sarod, 
veena. 
Activity VII: Students may be asked to give a single line 
definition of the above words followed by a 
brief factual description of some of them. 
A.3. Reading Phase 
A. 3.1. Language and Reading 
A.3.1.1. Vocabulary: Difficult words in context 
Activity I: Hake a list of difficult words (assembled, 
hovered, exaggerate, garish, organize, 
feckless, aisle, reference, plunge, 
haphazardly, obvious, etc). 
Activity II: Look at the word fftokless in a sentence: 
("Even a backward,feckless boy from the 
streets had recognised...") 
(a) What part of speech does it belong to? 
(Clues: (i) It is followed by a noun 'boy'. 
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(ii) It is even preceded by a word which is 
an adoactive, 
(iii) It follows a pattern e.g. sleepless-
restless in which '-less' is added to make 
sleep and rest as adjectives). 
<b) If it is an adjective can you replace it by some 
other adjectives? 
<c) if hat happens if you add '-ly' to it? 
(d) Can you make different degrees of comparison? 
Activity III: Look at the word plunge in a sentence: 
("I found it difficult to plunge 
immediately...") 
(a) What part of speech does it belong to? 
(Clues: (i) It is followed by a word 'immediately' 
which is an adverb, 
(ii) It follows a pattern like go 
imngdiatelY', walk slowly). 
(b) If it is a verb then is it transitive or 
intransitive? 
(c) Can you make present continuous and past forms 
from it? 
(d) Can you replace it by some other verbs? 
Activity IV: Look at the word 'haphazardly in this 
sentence: "He was only tuning his sitar, 
casually and haphazardly..." 
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(a) What part of speech does it belong to? 
(Clues: <i) It is suggesting some kind of manner 
because of its association with 'casually'. 
(ii) A similar pattern can be seen in words 
'like slowly, quickly, where '-ly' is added to make 
Quick. SIQM. as adverbs. Therefore, '-ly' appears 
as if it is added here to make it an adverb). 
(b) If it is an adverb, what is the verb which it 
modifies? 
(c) Can it be replaced by some other adverb? 
Activity V: Let's take the word 'reverence' in the 
following sentence: 
"I stood...gazing at the famous...of whom my 
father had spoken with such reverence." 
(a) What part of speech does it belong to? 
(Clues: (i) It is preceded by a preposition and an 
adjective ('with' +'such') and both these are 
preceded by a verb phrase ('had spoken'). 
(ii)It has a similar pattern as that of 
clearance, existence, maintenance in which -ance/-
ence is added to make the final product shown). 
(b) If it is a noun, then is it countable or 
uncountable? 
(c) Can you replace it by some other noun? 
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A.3.1.2 Arrival of Meaning through Contextual Guessing 
Activity I: Let's take the word 'assembled' and try to 
identify it through contextual guessing, 
(a) Clues: 
*(i) It is immediately followed by a preposition 
'on' and a noun 'stage', 
(ii) Other nouns associated with it are 'curtain', 
'concert'. 
(iii) Other phrases/clauses associated with it are 
"on the night of the concert", "on stage 
behind drawn curtains". 
(iv) The use of "we" here is suggestive of coming 
together, gathering together. 
<b) Look up a dictionary and check your guess. 
A.3.1.3 Word Fomation 
Activity I: Given below are words taken from the text: 
contentment 
lightning 
controlled 
heroines 
restless 
unmusical 
inspiration 
unobstrusively 
existence 
preparation 
surrounding 
aggressive 
purposeful 
nondescript 
greatness 
unaccompanled 
suddenly 
truthful 
companions 
uninviting 
accompanist 
performance 
generations distinction 
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(a) Isolate the prefixes and suffixes from these words. 
(b) Isolate the roots. 
(c) What is the syntactic category of the form without 
these prefixes and suffixes <is it a V,H, Adj or Adv)? 
(d) What* is the syntactic category of the form after the 
suffixes have been attached? 
<e) Do all the suffixation lead to change in the syntactic 
category? 
(f) What kind of changes result from the use of prefixes? 
(g> Does prefixation lead to change in the syntactic 
category? 
Activity II: What other words can you make by adding the 
following suffixes: 
-hood, -er, -ness, -ence/ -ance, -less, 
-tion/ -sion, -ly, -ful, -ous, -al, -ed, -s, 
-ment, -ing. 
Activity III: Given below is a list of some prefixes: 
ex-, anti-, dis-, pre-, re-, in-, non-, un-, 
de-, mis-, out-, under-, half-, in-. 
(a) Use the above prefixes in word formation. 
(b) Indicate the meaning suggested by these prefixes. 
Activity IV: Complete the following table (Some of the 
blocks may remain empty). The first one has 
been done for you. 
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A d j e c t i v e Noun Verb Adverb 
e . g . kind k i n d n e s s k i n d l y 
s a t i s f y 
inspiration 
performance 
obtrude 
compensational 
complacency 
exist 
thoughtfulness 
accompany 
thunderous 
awkwardly 
competently 
affectionately 
A.3.1.4 Sentence Structure and Substitution Exercise 
1. The examples given below have been taken from the 
text. Using the prompts, produce other sentences with 
the same pattern, 
(a) "His fingers were the fingers of a god, absolutely in 
control of his instrument" 
Completely / reach 
wholly / command 
fully / influence 
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(b) "After running his fingers over the tanpura strings he 
put it down on the carpet and suddenly streched out his 
hand." 
playing/ awkwardly 
moving / slowly 
relaxing/ quitely 
(c) "The audience certainly enjoys the gai. nore than the 
alaa" 
boy/ surely/ talk/ play 
people/ definitely/ newspaper/ nagazine 
teacher/ positivity/ discussion/ lecture 
A.3.1.5 Rephrasing Exercises 
The sentence below are taken froB the text. Reword 
each sentence using opening phrase given below. Your 
sentence should mean the same as the original one. 
(a) "In everything, he led me, I followed." 
He. . . 
(b) "For fifteen years now, this has been our way of life". 
Our way... 
<c) "The Ustad was tuning his sitar, pausing to laugh and 
talk to his companions every now and then." 
Every now and then while... 
(d) "when I was a boy many other things existed on earth 
for me." 
There were. . . 
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A.3.1.6 Discourse Recognition 
1. It is only towards the beginning of the second 
paragraph that the relationship of co-reference has 
been> established between a full lexical expression 
iisjLad aaJiim lyiaii and a pronominal expression hs.- Is 
this relationship: 
(i) anaphoric 
(ii) cataphoric 
(iii) exophoric. 
2. "Meena Kumari and Nargis were to me the greens of 
heaven. I put myself in the place of their screen 
lovers and felt myself grow, great,...active and 
aggressive as I sat on the straw-stuffed seat, my feet 
tucked up under me,...as I stared at these 
glistening,... queens with my mouth open. Their 
attractions, their graces filled up the empty spaces of 
my life and gave JJL new colours, new rhythms." 
<i) What are those lexical expressions with which the 
underlined expressions establish their co-
referential relationship? 
<ii) What types of co-reference relations are they? 
3. "I even married. That is, my mother managed to marry me 
to some neighbour's daughter of whom she was found. 
The girl lived with her. I seldom visited hat." 
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(i) Establish the coreferential relationship between 
lexical and underlined expressions, 
(ii) What types of a co-reference relations are they? 
(iii>That is and the girl in the second and the second 
<last sentences, respectively, mark thtconjunctive 
relations of the type: 
(a) explanation and amplification 
(b) inclusion and alternation 
(c) exemplification and causal relation. 
4. Identify the conjunctive relationship marked by the 
linguistic markers so that in the passage given below: 
"'Let the child play', and immediately he picked up his 
sitar and began to play, bowing his head over the 
instrument, a kind of veil of thoughtfulness and 
concentration falling aross his face so that I knew I 
could not interrupt with the questions I wished to 
ask." 
(i) Contrast 
(ii) Cause-effect 
(iii) Alternative 
5. What kinds of relationships are marked by although. as 
in the passage given below: 
"In every other matter they differed totally from me, 
it was plain to see we had travelled in opposite 
directions. The colours of their cheap bush-shirts and 
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their loud voices immediately gave tae a headache and I 
found it hard to keep smiling althoneh I knew I ought 
to be modest and affectionate to them aa wy art and my 
position called for such behaviour from me." 
* 
6. What kind of relationship is indicated by the 
punctuations mark (:) used in the passage below: 
"As I came closer to the stage, I could see his face 
beneath the long locks of hair, and the face, too, was 
that of a god: it was large, perhaps heavy about the 
jaws but balanced by a wide forehead and with blazing 
black eyes that were widely spared." 
7. What do the underlined words in these sentences refer 
to? 
(a) "li. began the day... (line 18) 
(b) "Music vibrated tJifixa constantly... (line 144). 
(c) "He could play Ihfim. all and wished to see for 
which I had an aptitude" (lines 151-153). 
8. What is the linking idea between second and third 
paragraphs? 
A.3.1.7 Translation Exercises 
A.3.1.7 (a) Context and Register 
I. Activity 1: Pick out the ususual expressions or 
colloquial expressions (e.g. bring himself to do it, 
hovered around him, to plunge immediately, without 
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pause or preparation). Work in pairs and try to give 
suitable translations for these. 
Activity 2: Compare your translation with others in the 
pair and choose the better suited translation for the 
purpose. 
II. Activity 1: Pick out words, phrases or expressions 
which familiarize you to an Indian setting and are 
essentially culture specific, (e.g. tuning his sitar, 
preparing his betel leaves, tanpura strings, fingers 
were the fingers of a god, fine white muslin sleeve of 
his kurta, embroidered his raga, sat cross-legged on 
the mat before him, spat betel juice, played 
gullidanda and kho, unaccompanied alap, nohalla, halwa, 
jalebis, pulao, sarod, veena, rickshaw). 
Activity 2: Of the above selected culture-specific 
words give a one sentence definition in L-^ of each 
and then translate it into L2. 
Activity 3: In pairs, pick out the above phrases and 
expressions and translate them into L-^. Provide more 
than one equivalent and then compare with others. 
Choose the one most suitable. 
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A.3.1.7 (b) Word Order: 
Activity 1: Pick out some sentences and ask the 
students to suggest an alternative word order in L2 
(e.g. "It was only on the night of the concert when we 
assembled on the stage behind drawn curtains, that he 
gave me the notes to be played"). 
Suggest two translations, one closely matching the 
given word order and the other free. The students, in pairs, 
compare this and choose what they think is the best. 
A.3.1.7 (c) Repetition and Refornulation 
Activity 1: Pick out the words/phrases which have been 
repeated or reformulated. Translate this paying close 
attention to the words/phrases: 
(e.g. "...his hosts and the organizers of the concert, 
his freinds and well wishers and disciples...". 
"I find it difficult to plunge innedlately, like 
lightning, without pause or preparation..." 
"...all the time gazing at the man in the centre of 
that restless, chattering group, himself absolutely in 
repose, controlled and purposeful".) 
A.3.1.7 (d) Reference and Meaning 
Activity I: Look carefully at the word jJL underlined in 
the passage below. Decide in each case what 
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would be the most appropriate way of 
translating the underlined words. 
(a) LL began the day when I was fifteen years old and 
took a new tanpura,... 
(b) I^ was not hurt: this was his way with me, I was 
used to it. 
<c) I whispered, kneeling before him and still looking 
into his face, unable to look away from ii., iA 
drew me so to him,.. 
(d) What else is jjt. that weaves us together as we 
play... 
(e) Ii. was on the night of the concert... 
<f) LL is quite obvious that the tabla player, who 
accompanies him plays an 'important' role... 
(g) Lt made me smile to think anyone could be such a 
fool. 
A.3.1.7. (e) Back Translation 
Activity I: Give a small passage for translation from L^ 
to Lo. Close the book and retranslate L2 into 
L-^. Compare the translations with the 
original version in the book. Check to see 
the differences. 
258 
A.4 Post-Reading Phase 
A.4.1 Literature and Beading 
A.4-1.1 Understanding 
(a) What is the text about? 
(b> What is the role fo an accompanist in this text? 
(c) What is he referred to? At what age was he first 
initiated into music? 
(d) How did he become an accompanist? 
(e) What is the age of the narrator? 
(f) What kind of background did the narrator have? 
<g) What were the other passions of the narrator 
besides music? 
(h) Who is the tabla player in the text? 
(i) What is the incident which had shaken the 
accompanist. 
(j> Narrate the experience of the accompanist, 
(k) Was there any part in the text which you did not 
understand? 
A.4.1.2 Interpreting 
(a) Discuss the relationship between the accompanist 
and his usatd? 
(b) Whay does the narrator always refer to ustad as 
'my ustad'? 
(c) What is the role of a tanpura player? 
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(d) What do you think the narrator believes that he is 
a "true accompanist'? 
(e> In what way does the ustad 'give birth' to the 
narrator? 
(f) Discuss the importance of the experience of the 
narrator with his old friends 
Or 
What light does the experience of the narrator 
with his old friends throw on the development of 
the story? 
(g) How did the father realize or come to know that 
the narrator would turn out to be a 'musician, not 
a maker, but a performer of music'? 
(h> What kind of relationship exists between the 
tanpura player and the tabla player? 
(i) Why wasn't the narrator able to refuse the role of 
an accompanist? 
<j) What does the handing over the tanpura to the 
ustad suggest symbolically? 
Ck) How do you think the narrator justifies his 
position as an accompanist? 
(1) How does the narrator feel about his background? 
(m> Bring out the contrasts between the father's and 
ustad's sense of music, 
(n) Is the end convincing? Why/Why not? 
liSO 
A.4.1.3 Relating 
(a) What is your reaction to the adulation of the 
accompanist towards his ustad? 
(b) Do you think there was some element of truth in 
what the friends said? 
(c) Do you think it would have made a difference if 
the friends had been educated? 
(d) What would you have suggested to Bhaiyya, the 
accompanist? 
(e) Do you agree with the following statement of the 
accompanist: "Yes, it was my destiny to play the 
tanpura for a great ustad, to sit behind him where 
he cannot even see me..." 
(f) Would you have reacted the sane way had you been 
in his place? Why/Why not? 
A.4.1.4 Exploring 
(a) What values are being highlighted in this text? 
How far have values undergone a change in recent 
times? 
(b) Do you recall any other story where the 'ustad-
shishya' relationship has been brought about? 
Discuss. 
(c) Suggest other endings to this story? 
(d) Have you read any other text by an Indian writer 
in any other language? Discuss what the 
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writer tries to say there, 
(e) "...I sit down behind him, on the bare floor..." 
What does sitting "behind him" suggest to you? In 
what way is it a reflection on Indian society? 
A.4.1.5 Recognizing 
(a) What do you think the writer is trying to say in 
this story? 
(b) What are his view regarding the following: 
marriage, relationship, background? 
(c) Do you think the writer simply wants to highlight 
the relationship between the ustad and the 
disciple? 
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EXERCISE-B 
The Man «ith the Scar 
by Somerset Haugham 
(for full text, please see APPEHDIX-B) 
B.l Sunnary of the text: 
The following short story has been written by one 
of the world famous short story writers. The story has been 
set in Guatemala City and is a first person account of an 
exile from Nicaragua who has been sentenced for execution. 
Before being hanged he was asked for his last wish to which 
he replied that he wanted to meet his wife. When she came he 
flung his arms around her and stabbed her to death because 
he loved her and couldn't let her face the world alone. The 
general on the spot thought this a noble gesture and 
exempted him from being executed. The ending is an anti-
climax because on being asked about the scar on the exile's 
face, the narrator relies that that was due to a bottle 
which had burst. 
B.1.1 Reasons for choosing the Text 
1. Culturally unfamiliar text has been chosen to present to 
the learners with a view that it would evoke some shared 
responses in certain areas and would also give them a chance 
to use certain guessing strategies. 
2. The chosen text is suitable for ESL learners for the 
vocabulary and language level is simple yet challenging for 
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them. It is not too challenging so as. to interfere with the 
storyline. 
3. The story is gripping and creates suspense so that a 
reader is forced to read on. 
B.2 Pre-Reading Phase 
Activity I: What does the title suggest? 
Activity II: What associations does the word 'scar' bring? 
Activity III: How is a 'scar' different from a 'mark.'? 
Activity IV: Would it have made a difference if 'scar' were 
replaced by 'mark' here? 
Activity V: Invite the students to talk about scars and 
to relate stories connected with it. 
Activity VI: Invite them to talk about their own scars, if 
any, and relate how it happened? 
Activity VII: How go people get scars? (fights, wounds, 
wartime) 
Activity VIII: Have you read about wartimes? Which 
book/ short story/article? 
Activity IX: What is common/different with this piece of 
writing? 
Activity X: Discuss the wartime conditions referred to 
here and compare it with any other writing on 
similar lines which you have read. 
Activity XI: Association with key words. 
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Activity XII: What kind of feeling did the author have 
towards the man with the scar-? 
Activity XIII: Give a single line definition of some of the 
, key words. 
B.2.1 Strategies used for bridging the gap betwen 
learner's prior knowledge and the text: 
B.2.1 (a> Advance Organizers: 
Activity I: Simple account of story with simplified 
vocabulary is given to the students which 
explains certain concepts that are apparently 
difficult. 
B.2.1 <b) Introducing new and conflicting sit;uations 
B.3 Reading Phase 
B.3.1 Language and Reading 
B.3.1.1 Vocabulary: Difficult words in context 
Activity I: Make a list of the difficult srords (e.g.scar> 
crescent, formidable, battered, affably, 
traverse, gaol, etc.). 
Activity II: Look at the word "affably" in a sentence: 
"But my companion nodded affably" 
(a) What part of speech does it belong to? 
(Clues: (i) Look at the word before it? (if one is not 
able to identify that the preceding word is a verb then 
give some more examples of verbs in past tense showing 
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how tenseness in past is marked by -ed. And if -ed 
indicates past tense in a verb then -ed in nodded also 
suggests that it is a verb). 
(ii) Is this word being modified by it? 
(iii) A similar pattern can be seen in words like quickly. 
slowly etc. where -ly is added to make quick and slow 
as adverb. Therefore, -ly, appears as if it is added 
here to make it an adverb): 
(b) If it is an adverb then suggest some other adverbs 
which may modify the verb is a similar way (e.g. 
mildly, gently etc.). 
<c) Can you drop -ly <or -y) from this word? (Check up the 
dictionary to see if it is possible and what will be 
the part of speech after the suffix has been dropped). 
Activity III: Look at the word battered in a sentence: 
"I never saw him in anything but a very shabby grey 
suit, a khaki shirt and a battered sombrero." 
(a) What part of speech is it? 
(Clues: (i) It is followed by a word which means 
'broad, brimmed hat', 
(ii) The construction pattern is almost like good hat. aid. 
nan etc. in which good and aid qualify the nouns hsl. 
and man)• 
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<b> If it is an adjective then what kind of quality does it 
possess, that is, does it give a positive or negative 
attribute to the noun 'sombrero'? 
(Clues: (i) The adjective-noun combination clue in the 
preceding words suggest that these descriptive words do 
not attribute anything positive to their respective 
nouns 'suit' and 'shirt'. 'Shabby' suggests worn out 
and 'khaki' suggest a colour worn in uniforms. 
(ii) The conjunction 'but' also reconfirms this because the 
narrator says that he "never saw him in anything 
but ...">. 
(c) If it is not attributing something positive, then 
suggest some other adjective which gives a negative 
attribute (e.g. 'born', 'damaged', 'dejected', etc.). 
(d) Can you make different degrees of comparison here? 
Activity IV: Look at the word 'traverse' in the first 
paragraph, 
(a) What part of speech does it belong to? 
(Clues: (i) It is immediately followed by an adjective 
and a noun e.g. 'long distances'. 
(ii) The clauses associated with it are 'threaded his way', 
'with a sort of rolling walk', 'long distances on 
foot', 'paused at each table'. 
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<iii) Some kind of an activity related to movement is 
associated with it). 
(b) If is is a verb then is it transitive or intransitive? 
(c) Can you make past and present continuous forms of it? 
(d) Can you replace it with some other verbs? 
Activity V: Look at the word 'gaol' in a sentence; "He spent 
the night in gaol..," 
(a) What part of speech does it belong to? 
(Clues: (i) It is immediately preceded by a preposition 
'in', 
(ii) It has a verb 'spent' 
(iii) This verb 'spent' is followed by an article and a noun 
'night'). 
(b) If it is a noun, is it countable or uncountable? 
(c) Can you replace it with some other nouns? 
B.3.1.2 Arrival of Heaning through Contextual Guessing 
Activity I: Let's take the word 'scar' and try to arrive 
at its meaning through contextual guessing. 
(a) Clues: 
<i) It is described by the phrase 'broad and red' which is 
an adjective, 
(ii) The verb associated with it is 'noticed'. The nan was 
noticed because of the scar. 
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(iii) Also, the phrase * on account of further suggests that 
the 'man' was noticed because of the scar-
Civ) Another clue is the word 'ran' which talks about the 
'scar' and signifies its location between the temple 
and the chin, 
(v) It suggests some feature to do with the man's face. It 
ecuId be a nark on the nan's face, 
(vi) The word 'mark' is a noun and so is the word 'scar'. 
(b) Check up this word in the dictionary. Does it rightly 
confirm your guess? 
B.3.1.3 Word Formation 
1. The words below have been taken from the text: 
a. 
b. 
c. 
reasonable 
affably 
possession 
Gcatemalean 
indifferent 
revolutionary 
arrival 
Isolate the 
Isolate the 
pre 
roo 
What OS the s 
f 
it 
;yi 
formidable 
und ist ingu ished 
execution 
suddenly 
loveliness 
expression 
government 
ixes and suffixes 
s. 
ntactic category 
! from 
of 
unexpected 
murderer 
condemned 
objection 
impossible 
powerful 
leisurely 
these words 
the form wii 
these prefixes and suffixes (i.e. is it a V,H, Ad j, 
ACT?) 
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d. What is the syntactic category of the form after the 
suffixes have been attached? 
e. Do all the suffixation lead to change in the syntactic 
category? 
f. What kind of changes result from the use of prefixes? 
g. Does prefixation lead to change in the syntactic 
category? 
2. What other words can you make by adding the following 
suffixes: 
-er -ful 
-ness -al 
-able -ed 
-tion/sion -s 
-ly -ment 
3. Given below is a list of some prefixes; 
ex- mis-
pre- un-
re- in-
de- dis-
anti-
(a) Use the above prefixes in word formation, 
(b) Indicate the meaning suggested by these prefixes. 
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4. Complete the following table (some of the blocks nay 
remain empty): 
Adjective Noun Verb Adverb 
e.g. kind kindness - kindly 
execute 
expression 
aimlessly 
different 
possess 
expectation 
revolt 
suddenly 
5. Substitute the underlined words with any synonym: 
(i) Strolling leiaurglv 
(ii) terrific scar 
(iii) reasonable man 
(iv) great crescent 
B.3.1.4 Sentence structure and Substitution Exercises 
1. The examples given below have been taken from the text. 
Using the prompts produce other sentences with the same 
pattern. 
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(a) "It was on account of the afiat that I first noticed 
him, for it ran, broad and red, in a great crescent 
from his temple to his chin." 
jiaark / forehead 
wound / head 
injury / temple 
(b) "He had small and undjy;tTngniRhftd features, and his 
expression was artless." 
indiscernable / innocent 
uncharacteristic/ guileless 
indiscriminate/ unsophisticated 
(c) "He threaded his way among the tables with a sort of 
rolling walk as though he were accustomed to traverse 
long distances on foot." 
familiar/ travelling 
habituated/ cruising 
used to/ touring 
B.3.1.5 Rephrasing a sentence 
The sentences below are taken from the text. 
Reword each sentence using opening phrase given below. Your 
sentence should mean the same as the original one. 
(a) "He is a ruffian, of course, and a bandit, but not a 
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bad fellow." 
Of course... 
(b) "The officer said that the general commanding the 
government troops wished to attend the execution and 
they awaited his arrival." 
They are waiting... 
(c) "It was a noble gesture, he said atlast" 
At last... 
8.3.1.6 Discourse Recognition 
1. What type of co-referential relationship does the story 
begin with? Why? 
(i) anaphoric 
<ii) cataphoric 
<iii> exophoric 
2. Identify the conjunctive relationships marked by the 
linguistic markers (biiL, i£ir., agthOUgh> tlieiL, lihsu) in 
the passage given below: 
"He was a powerful man of more than common height. I 
never saw him in anything but a very shabby grey suit, 
a khaki shirt and a battered sombrero. He was far from 
clean. He used to come into the Palace Hotel at 
Guatemala City every day at cocktail time and strolling 
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leisurely round the bar offer lottery tickets for sale. 
If this was the way he made his living it must have 
been a poor one, for I never saw anyone buy, but now 
and then I saw him offered a drink. He never refused 
i 
it. He threaded his way among the table with a sort of 
rolling walk as though he were accustomed to traverse 
long distances on foot, paused at each table, with a 
little smile, mentioned the numbers he had for sale and 
thou when no notice was taken of him, with the same 
smile passed on." 
3. What kind of relationship is indicated by the 
punctuation mark (-) used in the passage below: 
"The rebel advanced a step or two to meet her. She 
flung herself into his arms and with a hoarse cry of 
passion, he pressed his lips to hers. And at the same 
moment, he drew a knife from his ragged shirt - I 
haven't a notion how he managed to retain possession of 
it- and stabbed her in the neck." 
4. In the passage given above whom does the rebel refer 
to? 
5. "What will you have, general? 
A brandy." (lines 26-27) 
(a) Indicate the link suggested in the above sentence: 
(i> Ellipsis 
(ii) Referential 
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(iii> Conjunction 
(b) How would you write the above sentence withut using a 
formal link? 
6. What /Whom do the underlined words in these sentences 
refer to? 
(a) "I was standing at the bar one evening, my foot on the 
rail, with an acQuaintancft. ." (lines 20-21). 
(b) "The officer said that the general commanding 
the...awaited his arrival." (lines 49-51). 
(c) "JJL happened so quickly that..." (line 90). 
(d) "I loved hfiXi" (line 101). 
(e) "I never liked it, said I." (line 118). 
B.3.1.7 Translation Exercises 
B.3.1.7 (a) Context and Register 
I. Activity 1: Pick out the unusual expressions or 
colloquial expressions (e.g. I think he was for the 
most part a trifle the worst for liquor; Hot so bad; 
everyday at cocktail times; he threaded his way among 
the tables with a sort of rolling walk; with hoarse cry 
of passion, etc.) Work in pairs and try to give two 
suitable translations for these. 
Activity 2: Compare your translation with others in the 
pair and choose the better suited translation for the 
purpose. 
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II. Activity 1: Pick out the words, phrases which are 
essentially culture-specific (you have already been 
introduced to these during the pre reading phase) in 
this text (e.g. cocktail time, a few pesos now and 
then, he spent the night in gaol, they were led into 
the patio of the gaol, dyed his shirt, etc.). 
Activity 2: Provide your own definition/explanation for 
the above expressions in Lj^  and then translate these 
into L2. 
III. Activity 1: In the passage below, the writer has used a 
number of unfamilar words and has offered a brief 
explanation. Discuss the explanation and translate them 
as accurately as possible. You nay use a dictionary. 
(i) "It was on account of the scar, that I first 
noticed him, for it ran, broad and red, in a great 
crescent from his temple to his chin." 
(ii) "It must have been due to a formidable wound and I 
wondered whether this has been caused by a sabre 
or by a fragment of shell". 
B.3.1.7 (b) Word Order 
Activity 1: Pick out some sentences and ask the 
students to suggest an alternative word order in L2 
(e.g. "They captured him, along with his staff, such as 
it was, and sentenced him to be shot a^ dawn"; "I shook 
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my head as for the twentieth time since my arrival he 
held out for my inspection his lottery tickets.") 
Suggest two translations, one closely matching the 
given word order and the other free. The students, in 
pairs, compare this and choose what they think is the 
best. 
B.3.1.7 (c) Reference and Meaning 
Activity 1: Look at the word ii. underlined in the 
passage below. Decide in each case what would be the 
most appropriate way of translating the underlined 
•words. 
<a) Li, was on account of the scar that I first noticed him, 
for jjL ran, broad and red, in a great crescent from 
his temple to his chin. 
(b) LL must have been due to a formidable wound and I 
wondered whether... 
(c) li was unexpected on that round, fat and good humoured 
face. 
(d) I±. doesn't add to his beauty, does it? 
(e) LL happened so quickly that... 
(f) And at the same moment he drew a knife from his ragged 
shirt- I haven't a notion how he managed to retain 
possession of ii.- and stabbed her in the neck. 
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B.3-1.7 (d) Back Translation 
Give a small passage for translation from L^ to 
L2. Close the book and retranslate L2 into L^. Compare the 
translations with the original version in the book. Check to 
see the differences. 
B.4 Post-Reading Phase 
B.4.1 Literature and Reading 
B.4.1.1 Understanding 
(a) Who is being talked about in the first paragraph? 
(b) Who was the nan with the scar? 
(c) Why did the author think that the scar on the man's 
face must have been caused by a sword or an exploding 
shell? 
(d) "They captured him (the General) along with his staff." 
Who captured the General? How did he come to be 
captured? What was the sentence passed on him? 
(e) "If this was the way he (the nan with the scar) nade a 
living it must have been a poor one." What was the way? 
Why did the author think it was a poor way? 
(f) Was the general upset by the sentence passed on him? 
(g) What was the name of the general commanding the 
government troops? 
(i) Pick out the words and phrases which describe the man 
with the scar. 
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B.4.1.2 Interpreting 
(a) Why did the soldiers gasp in surprise when they looked 
at the general's wife? 
(b) Why did the General kill his wife? 
(c) Why did the officer in command, supervising the 
execution, spare the life of the General? 
(d> Do you think the officer was influenced by some code of 
honourable conduct? 
(e) "He's a ruffian, of course, and a bandit, but not a bad 
fellow." How would you justify this statement? 
(f) What does the phrase 'formidable wound' suggest to you? 
Why was it unexpected on his face? 
(g) What do you mean by 'undistinguished features' and 
'expression was art less'? 
B.4.1.3 Relating < 
(a> How did you like the man with the scar? 
(b) Do you think you would want this character for a friend? 
(c) Do you justify the killing of his wife? 
B.4.1.4 Exploring 
(a) The writer has descrbed two people in the story. What 
techniques can be used to describe a person (Sex, age, 
group, special feature, physical characteristics/ 
behavioural characteristic). Describe a person in 4-5 
sentences. 
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(b> The writer has used the technique of narration here. 
What are some of its features? (sequence of events, how 
and why it happened). Can you think of other stories 
written using this technique? What other techniques can 
the writer employ in writing? (first person narration, 
omniscient narration). 
B.4.1.5 Recognizing 
(a) What do you think is the purpose of the writer in this 
text? 
(b) What do you think is the attitude of the writer with 
regard to revolution? 
BWhieORiR'SHy 
260 
Adams, H.J. and B. Bruce 1980 BACKGROUND KNOWLEDGE AND 
READING COMPREHENSION, Reading Education Report 
No.13, Urbana 111: Center for the Study of 
Reading, University of Illinois. 
I 
Adams, M.J. and A. Collins 1979 "A Schena-theoretic view of 
Reading", in Freedle (ed). 
Ali, S. A. 1988, LANGUAGE TEACHING THROUGH LITERATURE, 
Unpublished dissertation, Lancester: University of 
Lancester. 
Alvermann, D.E., L.C. Smith and D.E. Readence 1985 "Prior 
Knowledge Activation and the Comprehension of 
Compatible and Incompatible Text", READING RESEARCH 
QUARTERLY, 21. pp. 420-436. 
Andersson, B.V. and John 6. Barnitz 1984 "Cross-Cultural 
Schemata and Reading Comprehension Instruction" 
JOURNAL OF READING, 28, 2. pp. 102-108. 
Anderson, R.C. and P. Freebody 1981 "Vocabulary Knowledge" 
in J.T. Guthrie (ed) COMPREHENSION AND TEACHING: 
RESEARCH REVIEWS, Newark, D.E: International 
Reading Association, pp. 77-117. 
and 1983 "Effects of vocabulary 
difficulty, text cohesion and schema availability 
281 
on reading comprehension", READING RESEARCH 
QUARTERLY, XIII, pp. 277-294. 
1985 "Role of the Reader's Schema in 
Comprehension, Learning and Memory", in Singer and 
Ruddell (eda). 
and P.D. Pearson 1988 "A Schema-theoretic view 
of Basic Processes in Reading Comprehension", in 
Carrel! et al (fids.). 
Anthony, E.M. and T. Richards (edfi.) 1978 READING: INSIGHTS 
AND APPROACHES, Singapore: Singpore University 
Press. 
Applebee, A.N. and J.A. Langer 1984 "Instructional 
Scaffolding: Reading and Writing as Natural 
Language Activities", in Janes Britton (ed) 
ENGLISH TEACHING: AN INTERNATIONAL EXCHANGE, 
London: Heinemann Educational Books. 
Arbib, M.A., E.J. Conklin and J.C. Hill 1987 FROM SCHEMA 
THEORY TO LANGUAGE, New York, Oxford: Oxford 
University Press. 
Arnaudet, M.L. and Mary E.B. 1984 APPROACHES TO ACADEMIC 
READING AND WRITING, New Jersey: Prentice-Hall, 
Inc . 
262 
Aslanian, Y. 1985 "Investigating the Reading Problems of ESL 
Students: An Alternative", ELT JOURNAL, 39.1 
pp.20-27. 
Atkinson,*D. 1987 "The Mother Tongue in the Classroom: a 
Neglected Resource", ELT JOURNAL. 41.4 pp.241-247. 
Ausubel, D.P. 1978 "In Defense of Advance Organizers: A 
Reply to the Critics", REVIEW OF EDUCATIONAL 
RESEARCH. 48, pp. 251-258. 
Chandrika , B. <ed) 1993 CRITICAL SPECTRUM: RESPONSES TO 
CONTEMPORARY LITERARY THEORIES, Calcutta: Papyrus. 
Bailey, N.S. 1988 "S-RUN: Beyond SQ3R", JOURNAL OF READING. 
32, pp. 170-173. 
Barr, R., M.L. Kamil, P. Mosenthal and P.D. Pearson <eds) 
1991 HANDBOOK OF READING RESEARCH, Vol. II, Hew 
York and London: Longman. 
Bassnett, S. 1993 COMPARATIVE LITERATURE: A CRITICAL 
INTRODUCTION, Oxford, Biackwell. 
Basturknen, H. 1990 "Literature and the Intermediate 
Language Learner: A Sample Lesson with Hemingway's 
'Cat in the Rain'", FORUM, XXVIII, 3,pp. 18-21. 
263 
Baynhaitt, M. 1983 "Mother Tongue Materials and Second 
Language Literacy", ELT JOURNAL, 37.4, pp. 312-318. 
1986 "Bilingual Folk Stories in the ESL 
Classroom", ELT JOURNAL, 40.2, pp-113-120. 
Beach, R. and S. Hynds 1991 "Research on Response to 
Literature", in Barr et al. (fida) pp. 453-489. 
Beck, I. and M. McKeown 1991 "Conditions on Vocabulary 
Acquisition", in Barr et al. (eds.) PP. 789-814. 
Been, S. 1979 "Reading in the Foreign Language Teaching 
Program", in Mackay et al. (eda) PP. 91-102. 
Beers, T. 1987 "Schema-theoretic Models of Reading: 
Humanizing the Machine", READING RESEARCH 
QUARTERLY, XXII, 3, pp. 389-277. 
Berger, A. and H.A. Robinson <eds) 1968 SECONDARY SCHOOL 
READING: WHAT RESEARCH REVEALS FOR CLASSROOM 
PRACTICE, HCRE (ERIC). 
Birnbaum, J. and J. Emig 1985 "Creating Minds, Created 
Texts: Writing and Reading", Parker and Davis 
(fida). 
Blachowicz, C.L.Z. 1985 "Vocabulary Development and Reading: 
From Research to Instruction", THE READING 
TEACHER, 38.9, pp. 876-881. 
284 
Blatt, G.T. and L.M. Rosen 1984 "The Writing Response to 
Literature", JOURNAL OF READING, 28.1, pp. 8-12. 
Bleich, DJ 1980 "The Identity of Pedadogy and Research in 
the Study of Response to Literature", COLLEGE 
ENGLISH 42.4, pp.350-366. 
1983 "Discerning Motives in Language Use", in 
Horner (fid.) pp. 81-95. 
Booth, W.C. 1961 THE RHETORIC OF FICTION, Chicago: 
University of Chicago Press. 
Bowen, J.D., H. Hadsen and A. Hilferty (fids.) 1985 TESOL: 
TECHNIQUES AND PROCEDURES, Cambridge: Newbury 
House Publishers. 
Bransford, J.D. and M.K. Johnson 1972 "Contextual 
Prerequisites for Understanding: Some 
Investigations of Comprehension and Recall", 
JOURNAL OF VERBAL LEARNING AND VERBAL BEHAVIOUR, 
11. pp. 717-726. 
Brewer,^  J.T. 1988 "The Role of 'Culture' in Successful 
Translation", in Talgeri and Verma (fids) PP• 21-
26. 
285 
Brislin, R.W. <ed) 1976 TRANSLATIONS: APPLICATIONS AND 
RESEARCH, New York: Gardner Press Inc. 
Britton, J. (ed) 1984 ENGLISH TEACHING: AN INTERNATIONAL 
EXCHANGE, London: Heinemann Educational Books. 
* 
Brock, M.N. 1990 "The Case for Localized Literature in the 
ESL Classroom", FORUM, 28.3, pp. 22-25. 
Brumfit, C.J.<ed> 1983 TEACHING LITERATURE OVERSEAS: 
LANGUAGE-BASED APPROACHES, Oxford: Pergamon Press. 
1985 LANGUAGE AND LITERATURE TEACHING, Oxford: 
Pergamon Press. 
1987 "Reading Skills and the Study of 
Literature in a Foreign Language", in Brumfit and 
Carter (fids.), pp. 184-190. 
and R.A. Carter (eds) 1987 LITERATURE AND 
LANGUAGE TEACHING, Oxford: Oxford University 
Press. 
and R.A. Carter (eds.) 1987 "Introduction: 
English Literature and English Language", in 
Brumfit and Carter (fids.) PP- 2-21. 
and R.A. Carter, 1987 "Literature and 
Education", in Brumfit and Carter (£d£)> PP- 22-34. 
286 
(fid) 1991 ASSESSMENT IH LITERATURE TEACHIHG, 
London: Macmillan Publishers Ltd. 
Byram, M. 1989 CULTURAL STUDIES IH FOREIGN LANGUAGE 
* EDUCATION, Philadelphia: Multilingual Matters Ltd. 
Campbell, N. 1987 "Adapted Literary Texts and the EFL 
Reading Programiae", ELT JOURNAL, 41. 2, pp. 130-
135. 
Carrell, P.L. 1983 "Three Components of Background Knowledge 
in Reading Conprehension", LANGUAGE LEARNING 33.2, 
pp. 183-207. 
1983 "Soroe Issues in studying the Role of 
Schemata, or Background Knowledge, in Second 
Language Comprehension". READING IN A FOREIGN 
LANGUAGE, 1, pp. 81-92. 
Carrell, P.L. 1985 "Facilitating ESL Reading by Teaching 
Text Structure", TESOL QUARTERLY 19.4, pp. 727-
752. 
1987 "Content and Formal Schemata in ESL 
Reading", TESOL QUARTERLY 21.3, pp. 461-481. 
and J.C. Eisterhold 1983 "Schema Theory and 
ESL Reading Pedagogy", TESOL QUARTERLY, 17.4, pp. 
553-573. 
287 
^ J, Devine and D.E. Eskey (eds> 1988 
INTERACTIVE APPROACHES TO SECOND LANGUAGE READING, 
Cambridge: Cambridge University Press. 
Carter, R. and M. MacCarthy (eds) 1988 VOCABULARY AND 
LANGUAGE TEACHING, London and New York: Longman. 
Chellappan, K. 1991 "The Role of Translation in Learning 
English as a Second Language", INTERNATIONAL 
JOURNAL OF TRANSLATION, 3.1 & 2, pp.61-72. 
Chesler, S.A. 1976 "Integrating the Teaching by Reading and 
Literature", JOURNAL OF READING, 19.5, pp.360-366. 
Collie, J. and S. Slater, 1987 LITERATURE IN THE LAHGUAGE 
CLASSROOM: A Resource book of Ideas and 
Activities, Cambridge: Cambridge University 
Press. 
Comley, N.R. and Robert Scholes 1983 "Literature, 
Composition and the Structure of English", in 
Horner (fid) pp. 96-109. 
Cook, G. 1987 "Texts, Extracts and Stylistic Texture", in 
Brumfit and Carter (eda.) PP • 150-166. 
Cook, G. 1989 DISCOURSE, Oxford: Oxford University Press. 
288 
Corbett, E.P.J- 1983 "Literature and Composition: Allies or 
Rivals in the Classroom?" in Horner (fid) pp. 168-
184. 
Corcoran, B. 1987 "Teachers Creating Readers", in Corcoran 
and Evans (fijds.). 
and E. Evans (eds) 1987 READERS, TEXTS, 
TEACHERS, Milton Keynes, England; Open University 
Press. 
Costa, Silvia, B.A. Becher, 1988 "Adding variety in 
translation courses", ENGLISH TEACHIHG FORUM, 
26.1. pp. 9-12. 
Crafton, L.K. 1983 "Learning from Reading: What happens when 
Students generate their own Background 
Information?" JOURNAL OF READING, 7. pp. 586-592. 
Crews, F. 1983 "Composing our Differences: The Case for 
Literary Readings", in Horner (fid) PP- 159-187. 
Dahiyat, E and M.H. Ibrahiix (eds) 1983 PAPERS FROM THE FIRST 
CONFERENCE ON THE PROBLEMS OF TEACHING ENGLISH 
LANGUAGE AND LITERATURE AT ARAB UNIVERSITIES, 
Amman: University of Jordan. 
Das, B.K. 1983 "The Use of Translation as a Self-Monitoring 
289 
Device in Remedial Teaching" in Eppert (fid) pp. 
259-279. 
Day, R.R. 1984 "Student Participation in the ESL Classroom 
or Some Imperfections in Practice", LANGUAGE 
LEARNING, 34.3, pp.69-102. 
Desai, B.T. 1992 "Rehabilitating Lj^  in the ESL Class", S. 
Ramadevi, et al. <eds) THE ELT CURRICULLUM: 
EMERGING ISSUES, Delhi: B.R. Publishing 
Corporation, pp. 87-96. 
Dollerup, C. and Ann Loddegaard (eds) 1991 TEACHING 
TRANSLATION AND INTERPRETATION: TRAINING, TALENT 
AND EXPERIENCE, Denmark: John Benjamins 
Publishing Co. 
Dublin, F. 1989 "The Odd Couple: Reading and Vocabulary", 
ELT JOURNAL, 43.4, pp. 283-287. 
Duff, A. 1989 "The Appreciation of Literature", LITERATURE 
ALIVE, 2.4, pp. 1-7. 
1989 TRANSLATION, Oxford: Oxford University 
Press. 
Durant, A. 1988-87 "English Literature Teaching in India: 
Background and Case for Curriculum Development", 
FOCUS ON ENGLISH, pp. 1-42. 
290 
Eagleton, T. 1983 LITERARY THEORY: A« INTRODUCTION, 
Minneapolis: University of Minnesota Press. 
Early, M.J. 1960 "Stages of Growth in Literary 
* Appreciation", ENGLISH JOURNAL. 49, pp. 161-167. 
Edge, J. 1986 "'Acquisition disappears in adultery': 
Interaction in the Translation Classroom", ELT 
JOURNAL, 40.2, pp. 121-123. 
Eppert, F. (ed) 1983 TRANSFER AND TRANSLATION IN LANGUAGE 
LEARNING AND TEACHING, SEAMEO Regional Language 
Centre. 
Eskey, D.E. 1973 "A Model Program for Teaching Advanced 
Reading to Students of English as a Foreign 
Language", LANGUAGE LEARNING, 23.2, pp. 169-184. 
Evans, E. 1987 "Readers Recreating Texts", in Corcoran and 
Evans (fids)-
Fish, S. 1980 IS THERE A TEXT IN THIS CLASS? THE AUTHORITY 
OF INTERPRETIVE COMMUNITIES, Cambridge, 
Hassachussetts: Harvard University Press. 
Floyd, P. and P.L. Carrell 1987 "Effects on ESL Reading of 
Teaching Cultural Content Schemata", LANGUAGE 
LEARNING, 37.1, pp. 89-108. 
291 
Fox, L. 1987 "On Acquiring an Adequate Second Language 
Vocabulary", in Long and Richards (ada) PP. 307-
311. 
Freedle, R.O. (fid.) 1979 NEW DIRECTIONS IN DISCOURSE 
PROCESSING, Norwood, N.J.: Ablex Publishing 
Corporation. 
Fries, C.C. 1955 "American Linguistics and the Teaching of 
English", LANGUAGE LEARNING 6. 
Gaies, S. 1979 "Linguistic Input in Formal Second Language 
Learning"., TESOL QUARTERLY, 13.1, pp. 41-50. 
Gajdusek, L. 1988 "Toward Wider Use of Literature in ESL: 
Why and How". TESOL QUARTERLY, 22.2, pp. 227-257. 
Gatbonton, E.C. and G.R. Tucker 1971 "Cultural Orientation 
and the Study of Foreign Literature", TESOL 
QUARTERLY, 5.2, pp. 137-143. 
Gibson, E.J. 1975 "Theory-based Research on Reading and its 
Implications for Instructions", in J.B. Carroll 
and J.S. Chall <eds) TOWARD A LITERATE SOCIETY, 
McGraw Hill Book Co. 
Goodman, K.S. 1967 "Reading: A Psycholinguistic Guessing 
Game", Singer and Ruddell (fida). 
292 
1972 "The Reading Process: Theory and 
Practice" in Hodges and Rudorf (fids.) PP. 143-159. 
1984 "Unity in Reading", in Alan C, Purves and 
> 
0. Niles (eds) BECOMING READERS IN A COMPLEX 
SOCIETY, Part-I, N.S.S.E., pp. 79-114. 
Gordon, C.J. and B.J. Rennie 1987 "Restructuring Content 
Schemata: An Intervention Study", READING RESEARCH 
AND INSTRUCTION, 28.3, pp. 162-188. 
Greasser, A.C. 1981 PROSE COMPREHENSION BEYOND THE WORD, New 
York: Sringer-Verlag. 
Green, B. 1990 "A Dividing Practice: 'Literature', English 
Teaching and Cultural Politics", in I. Goodson and 
P. Medwey (eds) BRINGING ENGLISH TO ORDER: THE 
HISTORY AND POLITICS OF A SCHOOL SUBJECT, 
London: The Falner Press. 
Groebel, L. "Reading: The Students' Approach as Compared to 
their Teachers' Reconnended Method", ELT JOURNAL, 
33.3, 1978-79, pp. 282-287. 
-- "A Comparison of Two Strategies in the Teaching 
of Reading Comprehension", ELT JOURNAL, 33.4, 
1978-79, pp. 307-309. 
293 
Gutt, Ernst-August 1991 TRAHSLATIOH AND RELEVAHCE: 
COGNITION AND CONTEXT, Oxford: Basil Blackwell. 
Gwin, T. 1990 "Language Skills through Literature", FORUM, 
XXVIII, 3, pp. 10-13. 
< 
Haines, S. 1987 READING 3, Cassell's Foundation Skills 
Series. 
Hansen, J. 1981 "The Effects of Inference Training and 
Practice on Young Children's Reading 
Comprehension" READING RESEARCH QUARTERLY, 16, pp. 
391-417. 
Hatim, B. and I. Mason 1990 DISCOURSE AND THE TRANSLATOR, 
London & New York: Longman. 
Hayes, D.A. and R.J. Tierney 1982 "Developing Readers' 
Knowledge through Analogy" READING RESEARCH 
QUARTERLY, 17.2, pp. 256-280. 
Heltai, P. 1989 "Teaching Vocabulary by Oral Translation", 
ELT JOURNAL, 43.4, pp. 288-293. 
Hermans, T. (ed) 1985 THE MANIPULATION OF LITERATURE: 
STUDIES IN LITERARY TRANSLATION London and Sydney: 
Croon Helm. 
Hill. J. 1986 TEACHING LITERATURE IN THE LANGUAGE CLASSROOM, 
London: Macmillan Publishers Ltd. 
294 
Hirsch, Jr. E.D, 1983 "Reading, Writing and Cultural 
Literacy", in Horner (ed) PP• 141-147. 
Hodges, R.E. and E.H.. Rudorf <eds) 1972 LANGUAGE AMD 
^LEARNIHG TO READ: WHAT TEACHERS SHOULD KNOW ABOUT 
LANGUAGE, Houghton Millix Co. 
Honeyfield, J.G. 1977 "Simplification", TESOL QUARTERLY, 
11.4, pp. 431-440. 
1987 "Word Frequency and the Importance of 
Context in Vocabulary Learning" in Long and 
Richards (edfi.) pp. 318-324. 
Horner, W.B. (ed) 1983 COMPOSITION AND LITERATURE: BRIDGING 
THE GAP,Chicago: The University of Chicago Press. 
Hudson, T. 1982 "The Effects of Induced Schemata on the 
'Short Circuit' in L2 Reading: Non-decoding 
factors in L2 Reading Performance", LANGUAGE 
LEARNING, 32.1, pp. 1-31. 
Ibrahim, M.H. 1983 "The Role of English Departments in Arab 
Universities", in Dahiyat and Ibrahim (fidS.)-
Ibsen, E.B. 1990 "The Double Role of Fiction in Foreign 
Language Learning: Towards a Creative 
Methodology", FORUM, XXVIII. 3, pp. 2-9. 
295 
Iser, W. 1974 THE IMPLIED READER: PATTERNS OF COMMUNICATION 
IN PROSE FICTION FROM BUNYAN TO BECKETT, 
Baltimore: The Johns Hopkins University Press. 
1978 THE ACT OF READING: A THEORY OF AESTHETIC 
RESPONSE, Baltimore: The Johns Hopkins University 
Press, London: Routledge and Kegan Paul. 
Ivir, V. 1991 "Procedures and Strategies for the 
Translation of Culture", INTERNATIONAL JOURNAL OF 
TRANSLATION, 3.1 & 2, pp. 48-60. 
Jain, J. 1988 "Problems of Cultural Transference in Literary 
Translation" in Talgeri and Verma (fida), pp. 12-
20. 
Janks, H. 1991 "A Critical Approach to the Teaching of 
Education", EDUCATIONAL REVIEW, 43.2, pp. 191-192. 
Jawad, T. 1983 "Some Reconsiderations of the Role Played by 
English Departments" in Dahiyat and Ibrahim (fidfi.)> 
pp. 44-51. 
John, J. 1986 "Language versus Literature in University 
English Departments", ENGLISH TEACHING FORUM, 
24.4, pp. 18-22. 
296 
Johnson, P. 1981 "Effects on Reading Comprehension of 
Language Complexity and Cultural Background of a 
Text", TESOL QUARTERLY, 15.2, pp. 169-181. 
V 1982 "Effects on Reading Comprehension of 
Building Background Knowledge", TESOL QUARTERLY, 
16.4, pp. 503-516. 
1983 "Text Analysis and Reading Comprehension", 
RELC JOURNAL, 14.1, pp. 46-56. 
1986 "Acquisition of Schema for Comprehension 
and Communication: A Study of the Reading-Writing 
Relationship in ESL" RELC JOURNAL, 17.1, pp. 1-13. 
Johnson, N.S. and J.M. Handler 1980 "A Tale of Two 
Structures: Underlying and Surface Forms in 
Stories", POETICS, 9, pp. 51-86. 
Johnston, P.H. 1984 READING COMPREHENSION ASSESSMENT: A 
COGNITIVE BASIS, Nawark, Delaware: International 
Read ing Assoc iat ion. 
Juddy, S.W. 1981 EXPLORATIONS IN THE TEACHING OF ENGLISH, 
New York: Harper and Row Publishers. 
Kachru, B.B. 1985 "Standards,Codification and Socio-
linguistic realism: The English Language in the 
297 
Outer Circle", in Quirk and Widdowson (eds>. pp. 
11-30. 
1986 THE ALCHEMY OF ENGLISH: THE SPREAD, 
FUNCTIONS AND MODELS OF NON-NATIVE ENGLISHES, 
Delhi: Oxford University Press. 
Karahalios, S.M., H.J. Tonjes, J.C. Towner, 1979 "Using 
Advance Organizers to Improve Comprehension of a 
Content Text", JOURNAL OF READING, 2.2, pp. 706-
708. 
King, A.H. "Some General Principles of Advanced Reading 
Instruction", ELT JOURNAL , 33.1, 1978-79, pp. 38-
45. 
Kintsch, W. 1980 "Learning for Text, Levels of 
Comprehension, or: Why Anyone Would Read a Story 
Anyway, POETICS, 9, pp. 87-98. 
Kline, L.W. 1978 "That which is lost in Translation" in Dina 
Feitelson (ed> CROSS CULTURAL PERSPECTIVES OH 
READING AND READING RESEARCH, Neward, Delaware: 
International Reading Association, pp. 191-201. 
Knott, R. 1985 THE ENGLISH DEPARTMENT IN A CHANGING WORLD, 
Hilton Keynes, Philadelphia: Open University 
Press. 
298 
Kruse, A.F. 1987 "Vocabulary in Context", in Long and 
Richards (fids.) PP. 312-317. 
Kuhrt, B.L. and P.J. Farris 1990 "Enpowering Students 
<through Reading, Writing and Reasoning", JOURNAL 
OF READING, 33, pp. 436-441. 
Lado, R. 1964 LANGUAGE TEACHING: A SCIENTIFIC APPROACH, New 
York: McGraw Hill. 
Lautamatti, L 1978 "Developing Materials for Teaching 
Reading Comprehension in a Foreign Language", ETIC 
OCCASIONAL PAPER: THE TEACHING OF COMPREHENSION, 
The British Council, English Teaching Information 
Centre. 
Lazar, G. 1993 LITERATURE AND LANGUAGE TEACHING: AGuide for 
Teachers and Trainers, Canfaridge: Cambridge 
University Press. 
Lennon, P. 1989 "Introspection and Intentionality in 
Advanced Second-Language Acquisition", LANGUAGE 
LEARNING, 39.3, pp. 375-396. 
LeSourd, S.J. 1988 "Using an Advance Organizer to set the 
Schema for a Multicultural Lesson", JOURNAL OF 
READING, 32.1, pp. 12-18. 
299 
Lipson, M.Y. 1983 "The Influence of Religious Affiliation on 
Children's Memory for Test Information", READING 
RESEARCH QUARTERLY, 18, pp. 448-457. 
Little^wood, W.T. 1987 "Literature in the School Foreign 
Language Courses", in Brumfit and Carter (eds.) pp. 
177-183. 
Lodge, D. 1977 MODES OF MODERN WRITING: METAPHOR, METONYMY, 
AND THE TYPOLOGY OF MODERN LITERATURE, London: 
Edward Arnold. 
Long, M.H. and J.C. Richards (eds) 1987 METHODOLOGY IN 
TESOL: A BOOK OF READINGS, Hew York: Newbury House 
Publishers. 
Lotz, J. 1988 "On Language and Culture" in Patrick Gleason 
and Nancy Wakefield (fids) LANGUAGE AND CULTURE, 
Columbus, Ohio: Charles E. Merril Publishing Co. 
pp. 101-105. 
Lucas, M.A. 1991 "Systematic Grammatical Simplification", 
IRAL, 29.3, pp. 241-248. 
MacCabe, C. 1985 "English Literature in a Global Context", 
in Quirk and Widdowson <e£is.)> pp. 37-46. 
Mackay, R., B. Barkman and R.R. Jordan (eds) 1979 READING IN 
A SECOND LANGUAGE: HYPOTHESIS, ORGANIZATION AND 
'JQU 
PRACTICE, Massachusetts: Newbury House Publishers, 
Inc. 
Marckwardt, A.H. 1978 THE PLACE OF LITERATURE IN THE 
TEACHING OF ENGLISH AS A SECOND OR FOREIGN 
LANGUAGE, Hawaii: University of Hawaii. 
Mathison, C. 1989-90 "Activating Student Interest in Content 
Area Reading", JOURNAL OF READING, 33, pp. 170-
178. 
Maurieilo, G. 1991 "Teacher's Tools in a Translation Class", 
in Dollerup and Loddegaard (eda). 
May,F.B. 1990 READING AS COMMUNICATION: AN INTERACTIVE 
APPROACH, Columbus, Ohio: Merrill Publishing Co. 
McCormick, K. and G.F. Waller 1987 "Text, Reader, Ideology: 
The Interactive Nature of the Reading Situation", 
POETICS, 16, 193-209. 
McDough, J. and C.Shaw 1993 MATERIALS AND METHODS IN ELT: A 
TEACHER'S GUIDE, Oxford: Blaokwell. 
McGroarty, M. and Jose L. Galvan 1985 "Culture as an Issue 
in Second Language Teaching", in Marianne Celce-
Murcia (ed) BEYOND BASICS: ISSUES AND RESEARCH IN 
TESOL, Rowley, Massachussetts: Newbury House 
Publishers Inc. pp. 81-95. 
301 
McKay, S. "ESL/Remedial English: Are they Different?", ELT 
JOURNAL, 33,3, 1978-79, pp. 310-315. 
1982 "Literature in the ESL Classroom", TESOL 
QUARTERLY, 18.4, pp. 529-536. (also in Brumfit and 
Carter (eds.) PP. 191-198). 
1988 "Teaching the Syntactic, Semantic and 
Pragmatic dimensions of Verbs", TESOL QUARTERLY, 
14.1, pp. 17-26. 
McLeod, B. 1976 "The Relevance of Anthropology to Language 
Teaching", TESOL QUARTERLY, 10.2, pp.211-220. 
Meara, P. 1982 "Vocabulary Acquisition: A Neglected Aspect 
of Language Learning" in V. Kinseila (fid) SURVEYS, 
I, Cambrdige: Cambridge University Press. 
Miller, J.H. 1983 "Composition and Decomposition: 
Deconstruction and the Teaching of Writing", in 
Horner (eA) PP- SS-Se. 
Miller, S. 1983 "What does it mean to be able to write? The 
Question of Writing in the Discourses of 
Literature and Composition", COLLEGE ENGLISH, 
45.3, pp. 219-235. 
302 
Mitchell, D.C. 1982 THE PROCESS OF READING: A COGHITIVE 
ANALYSIS OF FLUENT READING AND LEARNING TO READ, 
New York: John Wiley and Sons. 
1 
Moody, H.L.B. 1983 "Approaches to the Study of Literature: A 
Practitioner's View" in Brumfit (ed) pp. 25-36. 
Moran> C. and E. Williams 1993 "Survey Review: Recent 
Haterials for the Teaching of Reading at the 
Intermediate level and above", ELT JOURNAL, 47.1, 
pp. 64-84. 
Mosenthal, P. 1984 "Defining Reading Program Effectivess: An 
Ideological Approach", POETICS 13, pp. 195-216. 
Mudd, N. 1987 "Influences of the Text and the Reader's 
Background Knowledge upon Responses to 
Comprehension Questions", READING, 21.2, pp. 125-
134. 
Hunro, J. 1983 "The Decline and Fall...and Elevation of the 
Han of Letters in the Teaching of English", in 
Dahiyat and Ibrahim (eda)> PP• 52-62. 
Murphy, B. 1988 "Teaching Translation and Teaching through 
Translation", MODERN ENGLISH TEACHER, XV. 4, pp. 
12-15. 
303 
Hadstoga, Z. 1988 "A Communicative Use of Translation in the 
Classroom", FORUM, 28, 4, pp. 12-14. 
Nagaraj, G. 1991 A STYLISTIC APPROACH TO THE TEACHIHG OF 
LITERATURE IN ENGLISH, unpublished Ph.D. thesis. 
Bangalore: Bangalore University. 
Nation, I.S.P. 1990 TEACHING AND LEARNING VOCABULARY, New 
York: Newbury House Publishers. 
and James Coady 1988 "Vocabulary and Reading", in 
Carter and McCarthy (.eds.) pp. 97-110. 
Nattinger, J. 1988 "Some Current Trends in Vocabulary 
Teaching", in Carter and McCarthy (eda) PP. 62-82. 
Nelson, G. and J. Schmid 1989 "ESL Reading: Schema Theory 
and Standardized Tests", TESOL QUARTERLY, 23.2, 
pp. 539-543. 
Hewmark, P. 1988 A TEXTBOOK OF TRANSLATION, Prentice-Hall. 
1990 APPROACHES TO TRANSLATION, Clevedon: 
Multilingual Matters Ltd. 
Hofal, M. L. 1989 "English Language Teaching: The Various 
Approaches", INDIAN JOURNAL OF APPLIED 
LINGUISTICS, 15.1, pp. 59-71. 
304 
Huttall, C. 1985 TEACHIHG READIHG SKILLS IH A FOEIEIGH 
LANGUAGE, London: Heinemann Educational Books. 
1985 "Survey Review: Recent Materials for the 
Reaching of Reading", ELT JOURNAL, 39.3, pp. 198-
207. 
Obah, T.Y. 1983 "Prior Knowledge and the Quest for Hew 
Knowledge: The Third World Dilemma" JOURNAL OF 
READING, 27.2, pp. 129-133. 
Ohlhausen, M.H. and CM. Roller 1988 "The Operation of Text 
Structure and Content Schemata in Isolation and in 
Interaction", READING RESEARCH QUARTERLY, 
XXIII.1, pp. 70-88. 
O'Rourke, J.P. 1974 TOWARDS A SCIENCE OF VOCABULARY 
DEVELOPMENT, Hague: Mouton. 
Oster, J. 1989 "Seeing with Different Eyes: Another View of 
Literature in the ESL Class", TESOL QUARTERLY, 
23.1, pp.85-103. 
Page, W.D. 1968 "Reader's Strategies" in A. Berger and H.A. 
Robinson (eds) SECONDARY SCHOOL READING: WHAT 
RESEARCH REVEALS FOR CLASSROOM PRACTICE, HCRE 
(ERIC). 
305 
Paniker, A. 1990 "The Teaching of English Literature in 
India: The Relevance of Critical Theories" Paper 
presented at National Seminar on Recent Advances 
on Methods of Teaching Foreign Languages, Hew 
Delhi-
Parasher, S.V. 1989 "Language Policy, Language Use and 
English Language Teaching in India", IHDIAH 
JOURNAL OF APPLIED LINGUISTICS, XV.2, pp. 64-95. 
Parker, R.P. and F.A. Davis (eds) 1985 DEVELOPING LITERACY: 
YOUNG CHILDREN'S USE OF LANGUAGE, Delaware, DE: 
International Reading Association. 
Parrott, M. 1993 TASKS FOR LANGUAGE TEACHERS: A Resource 
book for thinking and Developnent, 
Cambridge: Cambridge University Press. 
Pearson, P.O. et al (eds) 1984 HANDBOOK OF READING RESEARCH, 
New York and London: Longman. 
and R.J. Tierney 1984 "On Becoming a 
Thoughtful Reader: Learning to Read Like a 
Writer", in A.C. Purves and Niles (fiils.) Pp. 
144-173. 
, J. Hansen and C.J.. Gordon 1979 THE EFFECT OF 
BACKGROUND KNOWLEDGE ON YOUNG CHILDREN'S 
aue 
COMPREHENSION OF EXPLICIT AND IMPLICIT 
INFORMATION, Technical Report No.116, Urbana III: 
Center for the Study of Reading, University of 
Illinois. 
Perin, D. 1988 "Schema Activation, Cooperation, and Adult 
Literacy Instruction", JOURNAL OF READING, 32.1, 
pp.54-62. 
Petrosky, A.R. 1982 "From Story to Essay; Reading and 
Writing", COLLEGE COMPOSITION AND COMMUNICATION, 
33.1, pp. 19-36. 
Pisarska, A. 1989 CREATIVITY OF TRANSLATORS: THE 
TRANSLATION OF METAPHORICAL EXPRESSIONS IN NON-
LITERARY TEXTS, Poland: Adam Mickiewicz 
University Press. 
Prahlad, S.V. 1986 IMPLICATIONS OF SCHEMA THOERY FOR READING 
COMPREHENSION INTERACTION: SOME EMERGING ISSUES, 
unpublished Ph.D.thesis, Hyderabad: Central 
Institute of English and Foreign Languages. 
Prodromou, L. 1992 "What Culture? Which Culture? Cross-
Cultural factor in Language Learning", ELT 
JOURNAL, 46.1, pp.39-50. 
Pugh, S.L. 1989 "Literature, Culture and ESL: A Natural 
307 
Convergence", JOURHAL OF READING, 32.4, pp. 320-
329. 
Purves, A.C. 1979 "That Sunny Dome: Those Caves of Ice: A 
Model tot Research in Reader Response", COLLEGE 
^ENGLISH, 40.7, pp. 802-812. 
Quirk, R. and H.G. Widdowson (eds) 1985 EHGLISH IH THE 
WORLD: TEACHING AHD LEARHIMG THE LANGUAGE AND 
LITERATURES, Cambridge: Cambridge University 
Press. 
Rao, E.N. 1992 NEW HORIZONS IN TEACHING ENGLISH, Delhi: 
Academic Foundations. 
Ray, W. 1984 LITERARY MEANING: FROM PHENOMENOLOGY TO 
DECONSTRUCTION, London: Basil Blackwell. 
Richardson, I.M. 1989 "Translation and Interpretation", 
BJLT, 27.2, pp. 83-94. 
Roberts, G. 1979 "Reading- An Integrated Methodology", in 
Asher Cashdan (ed) LANGUAGE, READING AND LEARNING, 
Oxford: Basil Blackwell. 
Robinson, G.L.N. 1985 CROSS-CULTURAL UNDERSTANDING: 
PROCESSES AND APPROACHES FOR FOREIGN LANGUAGE, 
ENGLISH AS A SECOND LANGUAGE AND BILINGUAL 
EDUCATORS, Oxford: Pergamon Press. 
308 
Rogers, A. 1983 "Language for Literature", in Brumfit <ed>. 
Roller, CM. and Alex R. Matambo 1992 "Bilingual Readers' 
Use of Background Knowledge in Learning from 
•Text", TESOL QUARTERLY, 26.1, pp. 129-141. 
Rosenblatt, L.M. 1976 LITERATURE AS EXPLORATION (3rd 
edition) New York: Modern Language Association, 
London: Routledge and Kegan Paul. 
1978 THE READER, THE TEXT, THE POEM: THE 
TRANSACTIONAL THEORY OF THE LITERARY WORK, 
Carbondale: Southern Illinois University Press. 
1985 "The Reading Transaction: What for? 
in Parker and Davis (fids.). 
1993 "The Transactional Theory: Against 
Dualisms", COLLEGE ENGLISH, 55.4, pp. 337-386. 
Rumelhart, D.E. 1980 "Schemata: The Building Blocks of 
Cognition", in R.J. Spiro et al (fida)-
Ruiqing.Du 1988 "Literature in English:An Integral Part of 
the EFL Curriculum" ENGLISH TEACHING FORUM, 
XXIV.4, pp. 23-26. 
Salvatcri, M. 1983 "Reading and Writing a Text: Correlations 
between Reading and Writing Patterns", COLLEGE 
ENGLISH 45.7, pp.657-666. 
309 
Said, E.W. 1982 "Opponents,Audiences, Constituencies and 
Community", CRITICAL INQUIRY, 9, pp. 1-26. 
Salih, M.H. 1989 "From Language to Literature in University 
•i 
English Departments" ENGLISH TEACHING FORUM, 
XXVII,2, pp. 25-28. 
Sanacore, J. 1983 "Improving Reading through Prior Knowledge 
and Writing", JOURNAL OF READING, 28, pp.714-721. 
Schank, R.C. 1980 "Language and Memory", COGNITIVE SCIENCE, 
4, 243-284. 
Scott, N. Gilroy "Introduction" in Brumfit (fid) pp.1-2. 
Scott, P.G. 1980 "Flowers in the Path of Science: Teaching 
Composition Through Traditional High Literature", 
COLLEGE ENGLISH, 42.1, pp.1-9. 
Shabka, M. 1983 "Language and Literature: An Integrated 
Approach" in Dahiyat and Ibrahim (fida), PP. 39-55. 
Shanmugasundaram, C. 1984 "Defining the Reading Process and 
Developing Materials for a Reading-Oriented Course 
in a Foreign Language: Some Suggestions", RIE 
JOURNAL, 1.1, pp.55-69. 
Short, Hick (ed> 1988 READING, ANALYSING AND TEACHING 
LITERATURE, London & New York: Longman. 
310 
Short, M.H. 1983 "Stylistics and the Teaching of 
Literature", in Brumfit <ed>. 
and C.H. Candlin 1987 "Teaching Study Skills for 
English Literature" in Brumfit and Carter (eda.) 
pp. 89-109. 
Singer, H. 1985 "The Substrata-Factor Theory of Reading", 
Singer and Ruddell (eds>. pp. 630-860. 
Singer, H. and D. Donlan 1982 "Active Comprehension: 
Problem-solving schema with Question generation 
for Comprehension of Complex Short Stories", 
READING RESEARCH QUARTERLY, XVII.2, pp. 186-186. 
Singer, H. and R.B. Ruddell (eds> 1985 THEORETICAL MODELS 
AND PROCESSES OF READING, Newark, Delaware: 
International Reading Association. 
Sinha, P. 1990 "The Lecture Method- Uses and Alternatives", 
Paper presented at National Seminar on Recent 
Advances and Methods of Teaching Foreign 
Languages, New Delhi, pp. 1-11. 
Smith, J.A. 1993 "Content Learning: A Third Reason for Using 
Literature in Teaching Reading", READING RESEARCH 
AND INSTRUCTION, 32.2, pp.64-71. 
311 
Spack, R. 1985 "Literature, Reading, Writing and ESL: 
Bridging the Gaps", TESOL QUARTERLY, 19.4, pp.703-
725. 
Sparks, J.A. and H. Mitzel "A Reaction to Holmes' Basic 
Assumptions Underlying the Substrata- Factor 
Theory", READIHG RESEARCH QUARTERLY, I, pp. 37-45. 
Spiro, R.J. 1980 SCHEMA THEORY AND READING COMPREHENSION: 
NEW DIRECTIONS, (Tech.Rep. No. 191) Urbana: 
University of Illinois, Center for the Study of 
Reading. 
Spiro, R.J. 1980 "Prior Knowledge and Story Processing: 
Integration, Selection and Variation," POETICS, 9, 
313-327. 
B.C. Bruce and «.F. Brewer (eds) 1980 
THEORETICAL ISSUES IN READING COMPREHENSION, 
Hillsdale, N.J.: Erlbaun. 
Spivey, N.N. 1987 "Construing Constructivism: Reading 
Research in the United States", POETICS, 16: pp. 
189-192. 
Stathmann, S. "Testing Reading Comprehension: Multiple-
choice vs. Short-answer Questions", ELT JOURNAL, 
33.4, 1978-79, pp.304-306. 
312 
Steffensen, M.S., C. Joag-dev and R.C. Anderson 1879 "A 
Cross-Cultural Perspective on Reading 
Comprehension", READING RESEARCH QUARTERLY, 
XV.1, pp. 10-29. 
Stevens, K.C. 1982 "Can we Improve Reading by Teaching 
Background Information?" JOURNAL OF READING, 
25, pp. 326-329. 
Talgeri, P. 1988 "The Perspectives of Literary Translation: 
From Cultural Transference to Metonymic 
Displacement", in Talgeri and Verma (eds> pp.1-11. 
— 1988 "The Problem of Cultural Recontextualis-
ation in Literary Translation", in Talgeri and 
Verma (fids.) PP. 27-33. 
and S.B. Verma (fida) 1988 LITERATURE IN 
TRANSLATION: FROM CULTURAL TRANSFERENCE TO 
METONYMIC DISPLACEMENT, New Delhi: Popular 
Prakashan Pvt. Ltd. 
Talib, I.B.S. 1992 "Why not teach Non-
native English Literature?" ELT JOURNAL, 48.1, 
pp.51-55. 
Tannen, D. 1978 "The Effect of Expectations on 
Conversation", DISCOURSE PROCESSES 1(2): pp.203-
209. 
313 
Taylor, L. 1890 TEACHING AND LEARNING VOCABULARY, New York: 
Prentice Hall. 
Tierney, R.J. and J.W. Cunningham 1984 "Research on Teaching 
'Reading Comprehension" in Pearson et al. (eds"). 
pp. 609-655. 
Thomas, H. 1984 "Developing the Stylistic and Lexical 
awareness of Advanced Students", ELT JOURNAL, 
38.3, pp. 187-191. 
Thompson, G. 1987 "Using bilingual dictionaries", ELT 
JOURNAL, 41.4, pp. 282-286. 
Thorndyke, P.W. and F.R. Yekovich 1980 "A Critique of 
Schema-Based Theories of Human Story Memory", 
POETICS, 9, pp. 23-49. 
Thuraboo, E. 1985 "English Literature in a Global Context" in 
Quirk and Widdowson (.sAs.)> PP. 52-60. 
Titford, C. 1983 "Translation for Advanced Learners", ELT 
JOURNAL, 37.1, pp. 52-57. 
1985 "Translation- A Post Communicative 
Activity for Advanced Learner", in C. Titford and 
A.E. Hicke (eds) TRANSLATION IN FOREIGN LANGUAGE 
TEACHING AND TESTING, Gernany: Gunter Narr Verlag 
Tubingen, pp. 73-85. 
314 
Tudor, I. 1987 "Using Translation in ESP", ELT JOURNAL, 
41.4, pp. 268-273. 
1989 "The Role of Lj^  stimulus materials in L2 
Communicative activities", BJLT, XXVII, (i) 
pp. 41-47. 
Uyl, M.D. and H.V. Oostendorp 1980 "The Use of Scripts in 
Texts Comprehension", POETICS, 9, pp. 275-294. 
van Dijk, T.A. 1980 "Story Comprehension: An Introduction", 
POETICS, 9. pp. 1-21. 
van Jura, W.J. 1982 "The Role of Questioning in Developing 
Reading Comprehension in the Social Studies", 
JOURNAL OF READING, 28, pp.214-218. 
Verma, S.K. 1988 "A Socio-functional Appproach to the 
Teaching of English in India,IJDL, XVI.2, pp. 201-
212. 
Vincent, H. 1987 "Simple Text and Reading Text Part I: Some 
General Issues", in Brumfit and Carter (fids.)* PP • 
208-222. 
Vorhaus, R. 1984 "Stategies for Reading in a Second 
Language" JOURNAL OF READING, 27.5, pp. 412-416. 
315 
Walker, R. 1983 LANGUAGE FOR LITERATURE: A GUIDE TO LANGUAGE 
USE, STYLE AND CRITICISM, London and Glasgow: 
Collins Educational. 
Wallace, C. 1992 READING, Oxford: Oxford University Press. 
Warren, W.H., D.W. Nicholas and T. Trabasso 1979 "Event 
Chains and Inferences in Understanding 
Narratives", in Freedle (fid)-
White C.J. 1988 "The Role of Associational patterns and 
Semantic Networks in Vocabulary Development", 
FORUM, XXVI, 4, pp. 9-11. 
White, J.B. 1984 WHEN WORDS LOSE THEIR MEANING, Chicago: 
University of Chicago Press. 
White, R. V. 1988 THE ELT CURRICULUM: DESIGN, INNOVATION 
AND MANAGEMENT, Oxford: Basil Blackwell. 
Widdowson, H.G. 1978 TEACHING LANGUAGE AS COMMUNICATION, 
Oxford: Oxford University Press. 
1983 "Talking shop: Literature and ELT", ELT 
JOURNAL, 37.1, pp.30-38. 
1983 "The Deviant Language of Poetry", in 
Brumfit (ed). 
sie 
1984 STYLISTICS AHD THE TEACHING OF 
LITERATURE, London: Longman Group Ltd. 
1985 "Literature Teaching: The teaching 
< Learning and Study of Literature" in Quirk 
and Widdowson (eds.), pp. 180-194. 
1992 PRACTICAL STYLISTICS: AN APPROACH TO 
POETRY, Oxford: Oxford University Press. 
Williams, E. 1987 "Classroom Reading through Activating 
Content-based Schemata", READING IN A FOREIGN 
LANGUAGE, 4.1, pp.1-7. 
and C. Koran 1989 "Reading in a Foreign 
Language at Intermediate and Advanced Levels with 
particular reference to English", LANGUAGE 
TEACHING. 
Wilss, W. 1983 "Methodological Aspects of the Translation 
Process", in Eppert (fid) PP- 175-192. 
1983 "Function of Translation in Foreign Language 
Teaching", in Eppert (fid) pp. 243-258. 
Young, C. 1987 "Readers, Texts, Teachers" in B. Corcoran and 
E. Evans (fids) pp. 7-21. 
317 
Yousef, F.S. 1968 "Cross-Cultural Testing: An aspect of the 
Resistance Reaction", LANGUAGE LEARNING, 18.3-4, 
pp. 227-234. 
Zamel, V. 1983 "The Composing Processes of Advanced ESL 
Students: Six Case Studies", TESOL QUARTERLY, 
17.2, pp.165-187. 
1992 "Writing One's Way into Reading", TESOL 
QUARTERLY, 26.3, pp. 463-485. 
Zughoul, M.R. 1983 "The Unbalanced Programs of the English 
Departments in the Arab World: Language, 
Literature or Linguistics?" in Dahiyat and 
Ibrahim, <fida), pp.30-43. 
1985 "Formulating Objectives for the English 
Departments in Arab Universities: Rationale and 
Assessment", DIRASAT, XII.3, pp. 41-107. 
1986 "English Departments in Third World 
Universities: Language, Linguistics or 
Literature?" ENGLISH TEACHING FORUM, XXIV.4, pp 
10-17. 
1987 "Restructuring the English Department in 
the Third World Universities: Alternative 
Approaches for the Teaching of English 
Literature", IRAL, XXV/3/pp. 21-237. 
3iS 
Zughoul, M.R. and L, Taoinian 1984 "The Linguistic Attitudes 
of Arab University Students: Factorial Structure 
and Intervening Variables", IJSL, 50, pp.155-179. 
, R.F. Maple and J.P. Fallon 1986 "Cultures in 
contact: The Arab Student in the English as a 
Foreign/Second Language (EFL/ESL) Classroom", 
JOURNAL OF THE COLLEGE OF ARTS, 13.1, pp.61-92. 
iR'B'BejHXiiees 
Text 1 Appendix - A 
From: Modern short stories 
ANITA DESAI 
RoalJDaM 
It was hard work, and it took several minutes before he . 
had the whole thing more or less smashed to pieces. 
'I'll tell you one thing,' he said, straightening up, wip-
ing his brow. That was a bloody good carpenter put this 
job together and I don't care what the parson says.* 
'We're just in time!" Rummins called out. 'Here he 
comes!' 
A N I T A D E S A I 
Anio Dcsai (1937-) w u bom in Mmsoocic uid educated in 
Delhi where ihe lives. She hai written jeverjl noveli {Byt-Byr Black-
hint. What SUt Wt Co Thii Suimur). The subttince ofhcr ttorin a 
Indian, but tlik k incidenul. Her centnl intemt h in depicring aspc<n 
of lire which she h u observed. She explores character, personility, 
and reUrionshipt benviwn human beings. The Accompaniit' shows 
how devotion and love anchor and provide cmocional security to a 
simpleininled musician. 
The jiicampanlst 
I It was only on the night of the concert, when we assgnb- ' "'7 
led on stage behind drawn curtains; that he gave me the i 
notes to be pbyed.JI always hoped he would bring him- i 
self to do this earlier and I Ijoxcredaround him all even- H 
ing, turiing his sitar md preparing his betel leaves, but he i 
would not speak to mi; at all. There were always many L 
others around him-rhis hosts and the organizers of the '/ 
concert, bis fiiendi and well-wishers and disnpjcfr-and e 
he spoke and bughed with all of them^bu^always turned •) 
his head away when I came near. I was not hurt: this was ». 
his way with-Jne, I was used to it. Only I wished he f 
would teU me what he planned to play before the concert '<-
*(i 
H 
'V 
I-
began *o that I could prepare myself. I found it dilTicuitto 
^IH'T'lunge^ immediately, like lightning, without pause or 
ptaparadoh'.'into the music, as he didJ^Bu^ had to learn 
how to make myiclf do this, and did. In everything, he 
led me, I followed. 
I 'i-T b r fifteen years now, this has been our way of life. It , 
began the day feh^ I was fifteen years old and took a new /j' 
-2 Am!" Desai 
' t-i'ipwa, made by my fatlicr who was a maker of musical'^ 
instninicnts aiitl also played several of tliem wiili talent'' 
j!iil iliiiiiii lidit, III a (1)111 rrl li.ill wliete U^tad Kaliliil • ' 
Khan was to play that ninht. He had ordered a newt' 
tanpura from my father who was known to all musicians;" 
for the fine c|uality of the instruments he made for them, ;" 
with love as well as a deep knowledge of music. ,Whcti,I '' 
arrived at the hall, I looked around for someone to give ' ' 
the tanptira to but the hall was in darkness as the manage- ;•. 
mcnt would not allow the musicians to use the lights '-^ 
before the show and only on stage was a single bulb lit, >' 
, lighting up the little knot of musicians and surrounding •*' 
them with elongated, restless and, somehow, ominousH 
shadows. The Ustad was tuning his sitar, pausing to )^  
laugh and talk to his companions every now and then.'" 
They were all talking and no one saw me. I stood for a • 
long time in the doorway, gazing at the famous Ustad of' • 
whom my father had spoken with such reverence. 'Do'' 
not mention the matter of payment," he had warned nic. 1 
"He is doing us an honour by ordering a tanpura from us.' j I 
This had impressed me and, as I gazed at him, I knew my • 
father had been truthful about him. He was only tuning" 
his silar, casually and haphazardlyf but^ hi.t fingcrs~wcrc r 
the fingers of a god, absolutely in coritrol of his instru- '' 
mcnt and I knew nothing but perfection could come o( •" 
such a relationship between a musidan and his "i 
instrument. • •• 
f- So I slowly walked up the aisle, bearing the new H ' 
tanpura in my arms and all the time gazing at the man in '"' 
the centre ofthat restless, chattering group, himself abso- '' 
lutcly in repose, controlled and purposeAil. As I came "• 
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closer to the stage, 1 could sec his face beneath the Ion)? 
locks of hair, and the face, loo, wai ili.it of i (^ oil- ii wn 
large, peihapt heavy jlmul ihe j.iw5, hut lul.iiurd by .i 
wide forehead and with blazing black eyes that were 
widely spaced. His nostrils and liis nioiith, too, were 
large, royal, but intelligent, controlled. And as I looked 
into his face, telling myself of all the impressive points it 
contained, he looked down at me. 1 do not know what he 
saw, what he could see in the darkness and shadows of the 
unlit hall, but he smiled with sweet gentleness and 
beckoned to me. 'What do you have there?" he called. 
C; ~rrhcn I had the courage to run up the steps at the side of 
the stage and straight to him. I did not look at anyone 
else. I did not even notice the others or care for their 
reaction to me. I we'it straight to him who was the centre 
of the gathering of the stage and thereafter of my entire 
life, and presented the tanpura to him. 
'Ah, the new tanpura. From Mishra-)! in the music 
lane? You have come from Mishra-ji?" 
'He is my father,' I whispered, kneeling before him and 
still looking,into his face^  unable to look away from it. it 
drew me so to him, close to him. 
'Mishra-yV's son?' he said, with a deep, friendly laugh. 
After running his fingers over the tanpura strings, he put 
it down on the carpet and suddenly stretched out his hand 
so that the fine white muslin sleeve of his kuna fell back 
and bared his arm. strong and muscular as an athlete's, 
with veins finely marked upon the taut skin, and fondled 
my chin. 'Do you play?" he asked. 'My tanpura player has 
not arrived. Where is he?' he called over his shoulder. 
'Why isn't he here?' 
•44 Anita Desai 
l, 'All his friends and followers began to babble. Some 
said he was ill, in the hotel, «otnc that he had met friends 
and gone with them. No one really knew. The Ustad 
shook his head thoiightfiilly, then said, 'He is probably in 
his cups again, the old drunkard. I won't have him pby . 
for me any more. Let the child play,' and immediately he 
picked up his sitar and began to play, bowing his head 
over the instrument, a kind of veil of tjioughtfuincss and 
concentration (ailing across his fac^^o^thatl knew I could 
not interrupt with the questions ("wished to ask. He 
glanced at mc, once, briefly, and beckoned to me to pick 
up the lanpura and play. 'Ra/ia Dipitk,' he said, and told , 
mc the notes to be played in such a quick undertone that I 
would not have heard him had I not been so acutely 
attentive to him. And I sat down behind him, on the bare 
floor, picked up the new lanpura my father had made, and 
began to play^he threc.notcs he gave me—the central 
one, its octave and quintet—over and over again, creat-
ing the discreet backgfdiiffd web ofsound upon which he 
improvised and embroidered his raga. 
, t And so I became the lanpura player for Ustad RahimI' ^ 
*& Khan's group. I have played for him since then, for no ' 
one else. I have done nothing else. It is my entire Lfc. I am 
thirty years old now and my Ustad has begun to turn 
grey, and often he interrupts a concert with that hacking . 
cough that troubles him, and he ukcs more opium than 
he should to quieten it—I give it to him myself for he 
always asks mc to prepare it. We have travelled all over 
India and played in every city, at every season. It is his 
life, and mine. We share this life, this music, this follow-
ing. What else can there possibly be for nie in this world? 
45 Twclfc Modem Short Stones tD 
Some have tried to tc/iipt mc from his side, hut I have 
stayed with linn, iini wi«liirin (in .inyililpin CIM', .iiiyihiii^ 
more. 
Ours is a world fdriiicd ami (Iflliii'd .iiul <'iii loscd ircii''' 
soj^iuch by music, however, as by a hunnn rcl.ilionship 
on solid ground level—the relationship of love. Not an 
abstract quality, like nuisic, or an intellectual one, like 
art, but a common human quality lived on an everyd.iy 
level of reality—the quality of love. So I believe. What 
else is it that weaves us together as we play, soilint I know 
every movement he will make before he liiin-.elf does, 
and he can count on me to bealw.iys where lie w.inis me? 
We never diverge: we leave and we arrive together. Is this • 
not love? No marriage was closer. 
When I was a boy many other thing existed on earth for 
me. Of course music was always important, the chief 
household deity of a family musical by tradition. The 
central hall ofour house was given over to the making of 
musical instruments for which my father, and his father 
before him, were famous. From it rose sounds not onlv 
of the craft involved-the knocking, tapping, planing aiid 
tuning—but also of music. Music vibrated there con-
stantly, sometimes harnjoniously and sometimes dis-( 
cordatyly, a quality of the very air ofour house: dense, 
shaped by inflnite variation, and never still. I was only a 
child, perhaps four years old, when my father began 
waking me at four o'clock every morning to go down to 
the hall with him,and take lessons from him on the 
lanpura, the harmonium, the jiMr and even the iMii. I le 
could play them all and wished to sec for which I had at) 
1 
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apticudc. Music being literally the air wc breathed in that 
, tall, narrow house in the lane that had belonged for 
fenerations to the makers of muscial instruments in that 
city, that I would dispby an aptitude was never in ques-
tion. 1 sat cross-legged on the mat before him and pbyed, 
gradually stirring to life as 1 did so, and finally sleep 
would lift from me like a covering, a smothering that had 
belonged to the night, till the inner core of my being 
stood forth and my father could see it clearly—I was a 
musician, not a maker, but a performer of music, that is 
what he saw. He taught me all the ragas, the raginis, and 
tested my knowledge with rapid, persist^t questioning 
in his unmusical, grating voice. He^as unlike my_ysud 
in every way, for he spat betel juice all down his ragged 
white beard, he seemed to be aware of everything I did 
and frequently his hand shot out to grab my can and pull 
till I yelped. From such kssons I had a need to escape and, 
being a small, wily boy, managed this several times a 
day, slipping through my elders' fingers and hurtling 
down the steep stairs, into the lane where I played gulli-
danda and kho and marbles with the luckier, more idlle 
an*S less supervised boys of the mohtAU. 
There was a time when I cared more passionately for 
marbles thin .for miuic, particularly a dark crinuon, 
almost black one in which white lines vmthed like weeds, 
or roots, that helped me to win every match I pbyed till 
the pockets of my fcurta bulged and tore with the weight 
of the marbles I won. ' • • ' • < > • r-' 
How I loved myjnomew sweetmeats, too—rather 
more, I'm sure, than I did the nondescript, mumbljng, 
bald woman who made them. She never ame to life for 
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me, she lived some obscure, indoor life, unhealthy and 
curtained, undemanding and uninviung.^uywhat halwa 
she made, whit jalebis. 1 ate thcnTio hot that I burnt the 
skin ofTmy tongue. I stoic m y brothers' and sisters' sharcv 
and was beaten and cursed by the whole family. ,f 
^ Then, when I was older, there was a time when only 
the dnema mattered. I saw four, five, as many as six 
cinema shows a week, creeping out of my room at night 
barefoot, for silence, with money stolen from my father, 
or mother, or anyone, clutched in my hand, then racing 
through the night-wild bazaar in time for the last show. 
Meena Kumari and Nargis were to me the queens of 
heaVen. [ put myself in the place of their screen lovers and 
felt myself grow great. hirsut3. active and aggressive as I 
sat on the straw-stufTcB scatr my feet tucked tip under 
me, a cone of salted gram in m v hand, uneaten, as 1 stared 
at these gljstcning, sequined queens with my mouth 
open. Their attractions, their graces filled up the empty 
spaces of my life and gave it new colours, new rhythms. 
So then I became aware of the women of our mohalta as 
women: ripe matrons who stood in their doorways, 
hands on hips, in that hour of the afternoon when life 
paused and presented possibil !i(s before evening duties 
choked them off, and the younger girls, always nioving, 
never still, eluding touch. 1>iey were likejrceds m dirty 
water for hoflTcver shabby they were, however unlike 
the sCTcen heroines, they never quite lacked the entice-
ments of subtle smiles, sly gbnccs and bits of gold braid 
attHlace. Some answered the look in my eyes, promised 
.v,me>what I wanted, bter perhaps, after th« late show, not 
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But all fell away from mc, all disappeared in the • 
shadows, on the side, when I met my Ustad and began to 
play for him. He took the place ormyTnoihcr's sweet 
halwa, the cinema heroines, the street beauties, marbles 
and stolen money, all the pleasures and riches I had so far 
contrived to extract from the hard stones of existence in 
my father's house in the music lane. I did not need such 
toys any more, such toys and dreams. I had found my 
purpose in life and, by following it without hesitation 
and without holding back any part of myself, I found 
such satisfaction that I no longer wished for anything 
else. ^t. 
It is true I made a little money on these concert tours of ^ i > 
ours, enough to take care of my father during his last 
years and his illness. I even married. That is, my mother 
managed to marry me ofTto some neighbour's daughter 
of whom she was fond. The girl lived with her. I seldom 
visited her. I can barely remember her name, her face. 
She is safe with my mother and does not bother me. I 
remain free to follow my Ustad and pby for him. ^,. 
y I believe he has the same atdtude to his family and the*^  
/rest of the world. At all events I have not seen him show.^ 
/ the faintest interest in anything but our music, our con-
certs. Perhaps he is married. I have heard something of 
the sort but not seen his wife or known him to visit her. 
Perhaps he has children and one day a son will ap j^car on 
stage and be taught to accompany his father. So far it has 
not happened. It is true that in between tours we do 
occasionally go home for a few days of rest. Inevitably 
the Ustad and I both cut short these 'holidays' and return i 
to hiss house in the city for practice. When I retum, h e i I 
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does not question or even talk to mc'. But when he hears 
my step, he recognizes it, I know, for he smiles a half-
smile, as if mocking himself and nic, then he rolls back 
his muslin sleeve, lifts his jiMrand nods in my direction 
The Raga Dri/i,' he may announce, or 'hUlhar,' or 'Megh' 
and I sit down behind him, on the bare floor, and play for 
him the notes he needs for the construction of the raga. 
You may think I exaggerate our rclaiionsliip, his need 1-'' ' 
of mc. his reliance on my laiipiirii. You may point out ihat '" ' 
there are other nirnibcri' of his band who play iiKirr 
important roles, And I will ronfr'* ynn nmy lir rlulu, luii • 
only in a very superficial way. It is quite obvious that the 
Idbla player who accompanies him plays an 'important" 
rolf—a very loud and aggressive, at times thunderous 
one. Hut what is this "importance" of liii? It is not indis-
pensable. As even the foremost critics agree, my Ustad 
is at his best when he is playing the introductory passage, 
the unaccompanied abp. This he plays slowly, thought- • 
fully, with such purity and sensibility that I can never 
hear it without tears coming to my eyes. But once Ram 
Nath has joined in with a tap and a run of his fingers on 
the tabids, the music becomes qbick, bold and comperi-
tive and, not only in my opinion but also in that of many 
critics, of diminished value. The audience certainly en-
joys the gat ijxote than the quiet ahp, and it pays more 
attention to Ram Nath than to me. At times he even 
draws applause for his performance, during a particularly 
brillunt passage when he manages to match or even 
outshine my Ustad. Then my Ustad will turn to him and 
smile, faintly, in approval, or even nod silently for he is 
to great-hearted and generous, my Ustad. He never docs ^ 
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this to mc. I sit at the back, almost concealed behind my 
master and his accompanist. I have no solo passage to 
play. [ neither follow my Ustad's raga nor enter into any 
kind of competition. TTiroughout the playing of the raga I 
run my fingers over the three strings of my/<in;)Hra, again 
and again, merely producing a kind of drone to fill up any 
interval in sound, to form a kind of roadTortrack, for my 
Ustad to keep to so he may not sttjy-firam the basic notes 
of the raga by which I hold him^Sinccyl never compete, 
hever ask for attention to be divclrca from him to me, 
never try to rival him in his play, I maintain I am his true 
accompanist, certainly his truer friend. He may never 
smile and nod in approval of me. But he cannot do 
without me. This is all the reward I need to keep me with 
him like a shadow It does not bother me at all when Ram 
Nath, who is coars£.and hairy and scratches his big 
stomach under his shirt and wears gold rings in his can, 
like a washerman, puts out his foot and trips mc as I am 
getting onto the stage, or when I sec him helping himself 
V to all ihcpulao on the table and leave me only some cold.j 
unleavened bread. I know hii true worth, or lack of it,/ 
and merely give him a look that will convey this to him. j 
Only once was I shaken out of my contentment, my , 
complacency. I am ashamed to reveal it to you. it was so • 
\ foolish of me. It only lasted a very little while but I still 
I feel embarrassed and stupid when I think of it. It was of 
course those empty-headed, marble-playing friends of 
my childhood who led me into it. Once I had put them 
behind mc, I should never have looked back. But they 
came up to me, after a rehearsal in our home city, a fcw 
hours before the concert. TTiey had stolen into the dark 
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hall and sat in the back row, smokJng-and cracking jokes 
and laughing in a secret, muffled Way which nevertheless 
drifted up to the stage, distracting those who were not 
sufficiently immersed in the music to be unaware of the 
outside world. Of course the Ustad and I never allowed 
our attention to stray and continued to attend to the 
music. Our ability to simply shut out all distraction from ' 
our minds when we play ii a simjjarity between us of 
which / am very proud. 
As J was leaving the hall I saw they were still standing ^ ^ '^  
in the doorway, a jumbled stack of coloured shirts and ' 
oiled locks and garish shoes. They clustcicd around mc 
and it was only because of the things they said, referring 
to our boyhood games in the aUey, that / recognized 
them. In every other matter they difTcred totally from 
mc, it was plain to .ire we had travelled in opposite 
directions. The colours of their cheap bush-shirts and 
their loud voices immediately gave me a headache and I 
found it hard to keep smiling although I knew I ought tn 
JjCiJiodeit mid afltctionatc to ihcm as my art and my 
position called for such behaviour from me. I let them 
take mc to the tea-shop adjoining the concert hall and 
order tea for mc. For a while » T spoke of home, of 
games, of our famdies and friends. Then one of them— 
Ajit, I think—said. 'Bhai, you used to play so well. Your 
father was so proud of you. he thought you would be a 
great Ustad. He used to tell us what a great musician you 
would be one day. What arc you doing, sitting at the back 
of the stage, and playing the tanpura for Rahim Khan?" 
-« No one had ever spoken to me in this manner, in this t ' 
" voice, since my father died. I spilt tea down my lap. My • ^ ' 
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head gave an uncontrolled jerk, I was so shocked. I 
haJf^tood up and thought 1 would catch him by his throat 
and press till all those ugly words and ugly thoughts of 
his were choked, bled, white and incapable of moving 
again. Onl^J[jm not that sort ofa man. I know myself to 
be wcaJc,.vcry_wc3L I only brushed the tea from my 
clothes and stood there, staring at my feet. 1 stared at my 
broken old sandals, streaked with tej, at my loose clothes 
of white homespun. I told myself I lived so differently 
from them, my aim and purpose in life were so di/Tcrent 
from anything those gaudy street vagabonds could com-
prehend that I should not be surprised or take it ill i f there 
were such a lack of understanding between us. , j -
'What sort of instrument is the tanpura^'' Ajk was say-ij-^ 
ing, still loudly. 'Not even an accompanirncnt. It is no-
thing. Anyone could play it. JusTlhree notes, over and 
over again. Even I could play it,' he ended with a shout, 
making the others cbp his back and lean forwards in 
laughter at his wit. .^^ 
Then Bhola leaned towards me. He was the quietest of j t " j 
them, although he wore a shirt of purple and white 
flowers and had dyed liis moustache ginger. I knew he 
had been to jail twice already for housebreaking and 
theft. Yet he dared to lean close to me, almost touching 
me, and to say 'Bhai, go back to the silnr. You even know 
how to play the sarod ind the viita. You could be a great 
Ustad yourself, with some practice. We are felling you 
this for your own good. When you become famous and 
go to America, you will thank us for this advice. Why do 
you spend your life sitting at the back of the stage and 
playing that idiot lanpura while someone else takes ali the 
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ftme and all the money from your" i 
, - It was as i f they had decided tojiVault me. / felt as if 
they were climbing on top of me. crib It mg nic, grabbing 
me by my hairand dragging mcdown. Their words were 
blows, the idea they were throwing at mean assault. I felt 
bcatfn, destroyed, and with my last bit ofstrcngth shook 
them off, threw them ofTand. pushing aside the table and 
cups and plates, ran out of the tei-shop. I think they 
followed me because I cduld heir ixiiccs calling me as 1 
went running down the street, pusiing again.^ t people 
and only just escaping from under thr rickshaws, tongas. 
and buses. It was afternoon, there were aowds on the 
street, dust and smoke blgttfd out the natural light o f 
day. / saw everything is'yhcYis debised, as something 
ampral and ugly, and pushed it aside, pushed through as I 
ran. 
And all the time I thought. Are they right.'could I have 
played the silar myself? Or the saroJ. or the vina? And 
become an Ustad myself? This had nevtr before occurred 
to me. M y father had taught me to play all these instru-
ments and disdplincd me severely, hjt he had never 
praised me or suggested I could become a front-rank 
musidan'. I had learnt to play these instrsments as the son 
ofa carpenter would naturally have learnt to make beds 
and tables and shelves, or the son ofa siopkeeper leamt 
to weigh grain and sell and make mcney. But I had 
practised on these instruments and plarrd the ragas he 
Uught me to play without thinking of k as an art or of 
myself as artist. Perhaps I was a stupid, backward boy. 
l)Ay Ctthn always said so. N o w these boy» who had heard 
me play in (be dark hail of our house in the music lane. 
}'t 
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told nie I could have been an Ustad myself, sat in the 
centre of the stage, played for great audiences and been 
appl.Tudcd for my performance. Were they right? Was 
this true.'Had I wasted my life? 
As [ ran and pushed, half-crying. I thought thcse^ 
things for the first time in my life, and they were frigh-
tening thoughts—large, heavy, dark ones that 
threatened to crush and destroy me. I found myself 
pushed up against an iron raibng. Holding onto its bars, 
looking through tears at the beds of flowering cannas and 
rows of imperial palms of a dusty city park, I hung 
against those railings, sobbing, till I heard someone ad- . 
dress mc—possibly a policemen, or a beggar, perhaps | 
just 1 kindly passer-by. 'In trouble?' he asked mc. 'Got 
into trouble, boy?' I did not want to speak to anyone and 
shook him ofTwithout looking at him and found the gate 
and went into the park, trying to control myself and 
order my thoughts. 
I found a path between some tall bushes, and walked ^^ 
up and down here, alone, trying to think. Having cried, I 
felt calmer now. I had a bad headache but I was calmer. I 
talkcdjomyself. , . 
('When^ first met my Ustad, I was a boy of fifteen—a 
stupidj'backward boy as my father had often told mc I 
was. (Wheg)! walked up to the stage to give him the 
lanpuraT\ehi(i ordered from my father, I saw greatness in 
his face, the calm and wisdom and kindness of a true 
leader. Immediately I wished to deliver not only my 
tanpura but my whole life into his hands. Take me, I 
wanted to say, take me and lead me_. Show me how to 
live. Let me live with you, by you, and help me, be kind 
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to me. Of course I did not say these words. He took the 
tanpura from'me and asked me to play it for him. This was 
his answer to the words I had not spoken but which he I 
had nevertheless heard. 'Play for me'—and with these / 
words he created me, created my Ufc, gave it form and I 
distinction and purpose. It was the moment of my birth | 
. and he was both my father and my mother to me. He 
)1 »''| gave birth to me—Bhaiyya, the tanpura player. 
Before that Ihad no lift. I was nothing: a dirty, hungry ' 
V street urchin, knocking about in the lane with other idlers "^ ^  ° 
and vagrants. I had played music only because my father 
made me, teaching me by striking me across the knuckles 
and pulling my ears for every mistake I made. I had stolen 
money and sweets from my mother. I was nothing. And 
' no.one cared that I was nothing. It was Ustad Rahim 
Khan who saw me, hiding awkwardly in the shadows of 
an empty hall with a tanpura in my hands, and called me 
to come to him and showed.me what to do with my lift. I 
owe everything to him, my very Lfe to him. 
it was my destiny to play the tanpura for a great "^^ ' 
Ustad, to sit behind him where he cannot even see me, y^U 
2- and phy thc'notes he necds^fo tha^he may not stray from 
the bounds o f his composition when gripped bvinspira-
tion. I give him, quiedy and ui^tnisively^'^fTie materuls , 
upon which he works, with which he constnicts the great 
music for which the whole world loves him. Yes, anyone 
could play the tanpura for him, do what I do. But he did 
not take anyone else, he chose mt. He gave me my 
destiny, my lift. Could I have refused him? Does a morul 
"It made me smile to think anyone could be such a fool, M \ \ 
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Even I Bhaiyya. had known when the h o i W f n^y de-
•ny had struck. Even a backward, feckless boy from J e 
streets had recogmzed hi. god when~T5e met him. I could 
Z i r ",^:"^-' T^ "P * = ""•'"'" - ' ' Pl^y^d for my 
^'^ 
!v.ix, 'W~r ' ^ ' t 
^ , ii.) ' ^ -f" 
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GRAHAM GUEENE 
Graham Greme (19fW—), an English novelist and plaj-wnj^ht, %\ai 
educated at Oxfurd University, and in 1726 converted to Catholi-
cism. In much of hij writing he ronihiiirt rlrmriiti nf (he iiiy ihriller 
wild wrloiH fcllxlmn. iimtal and psycho/oftical liiue< Urifhimi Ri>ti 
and 77(e/'ou'erd«</t/if C/o^ are two OHHS novels wlmhc)(riiiph(> this 
nicthod best. Tlie End of the i'arty' also combines a serious 
problem—the irrationaf fear ofa child—with the CIIIIIIIIK atmosphere 
ofa thriller. 
The End of the Party 
Peter Morton woke with a start to face the first 
light. Through the window he could ^cc a bare bough 
dropping across a frame of silver. Hani tapped against the 
glass, k was January the fifth. 
He looked acrosi a table, on which a iiight-liKht had 
guttered into a pool of »vater, a( the iillifr bril, I ruiitli 
Morton was still ailcep, and I'etcr l.iy down ,igaiii with 
his eyes on his brother. It amused hiin to iniagiiie that It 
was himself whom he watched, the same hjir, the same 
eyes, the same lips and line of check. But the thought 
soon palled, and the mind went back to the fact which 
lent the day importance. It was the fifth ofjanuary. He 
could hardly believe that a year had passed since Mrs. 
Hennc-Falcon had given her last children's party. 
Francis turned suddenly upon his back and tlirew an 
arm aaoss his face, blocking his mouth. Peter's heart 
began to beat fast, not with pleasure now but with uneas-
iness. He sat up and called across the table, 'Wake up.' 
Francis's shoulders shook and he waved a clenched fist in 
Text 2 
From: 
The man with the scar 
by SOMERSET MAUGHAM 
Appendix 
B 
The Man with the Scar 
Tlila b « than «lory by one of (lie most popular *hort aory wriien 
of modem ilnies, Somenet Maugtum (pronounced ntoai), (1874-
1965). 
NMC ilie wrtier** ablllry al chatactertiaUon, ai giving an 
Individuality lo till characicn. 
r i-f'.^yyf' • g ^ 
IT WAS ON account of the scar that I first nalced hini/fofit JEji,'' • Imud uikl rnJ. In a ftmi ctt^Kcnt from his letnple lo his chin. It i ' 
niiM lu«v been dtie to a r(XTnldiF)lc' wound and I wondered v 
wtieihcr tills had been caused by a sabre or by a fiagmen of shell. It •^  
WIS iincxixiicd on tlut n>und, fot and oood humoured bee. He had ^ 
Miull jmi iiivM.MlnKubihixl fcuturcs. and his expnwlon was artless. ^ 
I Ic wus a ponrrfiil nun of more than common height. I never saw "^ 
lilm In un>ililn)( hut a very shabby grey suit, a khaki shlrtand i < 
hjiicrrd sombrero'. Me was tirTroni clean. He usetfto come Into the "^  
••alaoe lloiel at Guatemala City every day af cocktail thne and *» 
arolling Jci.surely round the bar offer lottery tictcets for sale. If this « 
nas the way he made his living it must have been a poor one br I ^ 
noer saw anyone buy, but now and then I saw him offered a drink. ** 
I Ic nc%rr rclascd It. 1 le ihrguled his way among the tables with a >"• 
nKi of n)lllng walk as ihypgh he were accustomed to tiaverje kmg.'^' 
di.'iunccs on fixK, paused at each table, with f \to\c smile, %> 
'(here) pilnlul , -> - '• '. J ^^-itL, 
'broad brimtnnJ ha (as -worn In South American counnfes) -< ^ ' l !;V«-i^ 
.,- ,.•- ' • • > > - . - t ' . .• 
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mcniionwl the numlKni he Iwd for MIC nnil then, when no notli-c j'' 
U1U uken of him, wlih llic same »mlle pa*icd on, I iliink Me wji for /1 
ilic nioM |xm a irldo ihe w w e for Ikiuor. I j l 
' ' I wus sundlng at ihe Jiar txicTevehlng, my fixx on ihc rail, with 
an M'litialniuncv, when (he inuii wlih ilie scur cunie up. I .shook my 
head'isTor the twentieth time since my atiljil he held out fbrnty 
lns[jecilon his lottery tickets. But my companino mxided afFahl)-. 
"Que tal,» General? Wmi. Is life?" . ~ . . 
"Not so bad. Ouiilness is none loo good, hut It might be «nrse." 
."Vthat will you luve, Geneial?" • ; . . . . • . , . . ' 
• "A brandy." • . ' • 11 . . " . ' . . ' . ..••1 
He tossed it down and put the glass back on the bar. He nodded ' 
to my acquaintance. ; •• ' ' • ' ' 
"Gracias*. Ha.su luego'." • 
Then he turned awny and offered his tkrkets to the men who ' 
were standing next to us. 
••\Xho Is your friend?" I asked. "That's a tenlflc scar on his face." ft 
y "It doesn't add to his beauty, docs ItrHe's an exile from ^ " 
' Nlcaiagua. He's a ruffian, of course, andaJjaodii. but not a bad ** *• 
fellow., I give, him a few pggtf .now.iand then. He was a "* * 
'^  rewlutlorMry geneiaJ, and If Kls ammtinirlan jwdn't glwn mil'' he'd vA 1 
havie lipset the government and btenMlffister of War now instead of «'• ' 
selling kxteiy tickets In Guatemala. They cafxyred hirn, along with 
his sulf, such a» It-W-^ , and senji^ced him 10 be shot at dawn. He 
spent the night InJ^ol and he a«l the ochen, there were t^t of 
them altogether, passed the time playing pokei*. He told me he'd. 
never had such ji run of bad luck lii his life. When day broke and the 
soldien came InuTtlie cell to. fetch th<9n for execution he had kist . 
' more matches than a reasonable man couM use. Ii\ a llfedme. J i ' "' 
-1 'They were led Jnto the patio' oTihe gaol and placed against a • Tp" I* 
wall, the five of them side by skle, with the firing patty feeing ihenj. W . f 
Tl>ere was a pause and our friend asked the officer In charge of them >1V 
•What'new*? •'• 
- t h a n b . • ' , - • • 
•Goodbye br the pteienf 
.fi onll of cutieiicy In in3ny,Lailn,American,countries 
*beoonie pthausied 
iN cani game ^ 
.'ooimyiid ,.' 
1 * - . " 
If t 
*» 1 
t* '• 
) » If 
6H M I'lij.Mf/^ r/vifr niMmt 
«h.ii ilic dciil tlicy were keeping liim «-jiling for Die odicer !>.ii<J 
ti^il llic ("cncrjl comm.indniH llic gf^crnnient Inxps wished Ki 
jiieiid ilie exccuiion jnd lliey awaiied hi-, jrrn-il 
"llien 1 hjvc lime lo smoke jnuiher ti^.irtite MK( our frmid 
'lie "•IS ,ilw-i\s luiptmcitul" 
'Ikil lie lud li.irelj iil il «hoii tlie generjl—il w.is \u\ Ij^nxio ITV 
!hc w.ft I doiu kmm whether ><)ii ever met limi, followed li\ hiv 
AOC—cmie into iho p.itio l l ic iisii.il fonn.ililiis were (x'rfoniKtl 
.UKI s-m (j»nuio .iskitl the lontlenincil iiitn winther (lure w-is 
.iii)iliinn ilitT wisliid for hefore ihe etetriiioii look pl.ice loi irol 
ilie fnc sliixik ihcir hcjds, but our friend s|-H)ke 
"Yes, I should like to say go<xib5c lo ni) wife' 
" 'lUictIo'. s,iid ihc (jenewl, '1 l u \ c no oliietiion to thai \ilicrc is 
" she IS w;iiiiiij( ,ii the prison dixir ' 
' 'llien It will not cmisc a delay of more ihan Ihe niliniU". 
'"ll.iidU llut, Viuir General,' said our Irieiid 
" ' l laie htm plated on one s ide ' 
'Two soldiers ads'anced and bctu-een them the condemned 
rebel nrjked to the sprx indicated The offitcr in tommand of ilie 
finng squad, on a nixi from the general f!a^  e an order, there wiis a 
rajyjetl rqxirt. and the four men fell The olTner wvnt up lo ihem 
aiid into one who wus siill .line emptied two barrels of his re»ol\er 
Our liieiid Rnlsluil his ilK.iri.ile .HKI ilitov aw-,iy Ihe stub 
'"lime was .1 lliile stir at (lie Kiicw.n A wuiiiiii raiiie Into ilu' 
|iuiio. Willi qiikk sieps. and then, her lund on her heart, siojiiial 
suddenly she n>>^ e a I.T) ,md with otitstretthed arms r.ui foward 
" CannilM.' said the Genera) 
""5lie.wa.s in bl.ick, with a veil oscr her liair, and her f.ice w-.is 
di-ad wluie .She w-as harilly more than a girl, a slim trctiuire, with 
iiitic rcRular fcauires and cnomious c>es. Dut ihty were disinuiKht 
with anguish Her Imelinevs wus such tlut as she an. her nuiuth 
slifjliily open and the agoii) of her Eicc beautiful, a gasp of surprise 
w-.iN wning from those Indillereiit soldiers who looked at lier 
"Ilic rd«'l .idi-aik ed a sii|i or twit lo meet her .She Hung lieiself 
into bus amis and with a liiarsc trj- of passion, he prcs,scd his lips to 
hers. And at the vame moment he drew a knife from his tagged 
shin—I h.iM*nt a notion hinv he managed to retain possc-ssloii of 
it—and stabbed her.^n the neck 'llic bkxid spuned from the ctit 
I ill MA.M •arm nil SIAII 0') 
\ein aixl ched his shin Ilien he Hung his amis round her and once 
more pressed his hps 10 hers 
II hipptnetl vt ([iitikly lli.ii m iii\ tilt! iiol know wlcii liiil 
txcurretl hui ftoiu ihe others biiiM a t i \ ol liiimii llitv spr.iHK 
fonstird and sei/ed him nie% Itxistiutl liis giasp and the girl would 
l ine fallen if llic A.DC Ind nol e:uight her Iliei laid he ron the 
ground and wiih disma\ on their f.ites SKXKI roiinti w.inliiiig hcT 
Hie rebel knew wheie lie W"is sinking .iiitl iI w.is im|n^\Ml>le 10 
s l a l l l u l l l l i t l ikKii l 111 .1 l l l i i l l l t l l l l ilt A | ) ( w h o h itl In t i l kru 1 IliiK 
\-flj lit r sttle rt>st 
" 'She s dc-id' he wliisjx'retl 
"llic relx'l crossed himself 
" A\1i\ did \t">u do H' asked the general 
" I lincxi lier' 
'A St in of sigh [Tisstil itiiough till is( im n t lowdtti logtihi 1 .WHI 
lhe> ItKiketl Willi strange (.itts at lilt iimukifr llifgtiitrilsi.iittl .it 
liiiii ft»r a while In silt lit e 
" ' l i wMs a iiolile gesiure he siid .11 Usi I eaiiiiol esetuie tins 
man Take m\ errand liaie hmi led to the frontier Seiior. I olIirMHi 
the hom.ige which is due from one br.ne man It) .inoiher' 
'Tlic xVDC tapped the rebel on the shtuilder aiitl between tlic 
two soldiers WIIIKIIII a woril lie miitliitl 10 the w.uiing t.ir" 
M\ ftieiitl s!i>|i|->ed ami lor a Imie while 1 wis silt 111 I must 
explain rti.ri lit* was a tni.«tmali 111 mil spuVe in nn- In SjnnWli \ 
lu*e li.insLiletl wliil he lokl me is wt II is I miild bin I lia\> mule 
no .meiiipl 10 tune dtiwii his r.ithtr high How 11 Linguigt Io it II IIH* 
initli 1 think it suns llie storv 
' But htisv Ihen did he get ilie st-.ii> I .isked ai length Oh tlui 
was due to a hxiiile th.ii burst wlitn I was o|Kning ii A Niiile of 
ginger a le" 
"I iic-ver liked 11," s.iid 1 
SOMIIM'I MACCULVM 
CO.MPREIITN.SION 
I . >S1iv did the auilxif iliink ilui ilit- v.ir on the m.iiis lut- IIIIPJ 
l i n e Ix-cn tausc^l b) 3 sworti or .m expltKling slull ' 
